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CHAPTER 1. THE STUDY OF TOPIC AND SITUATION AS FACTORS IN LANGUAGE
PERFORMANCE ‘

1.0 Introductlion

The followlng Is one In a series of final reports on studies
conducted by the NCBR concerning the language behavior of school age
children living and attending school in bilingual communities in the
u.s. |

This particular répért gives the results of a one-year study
addressing the effect of topic and situation on  the speech behavior of
late preadolescents (10-12 year olds, fifth and sixth §Fé&é?§5 of
Spanish-English background currently attending public schools in the
Los Angeles area.

The study is intended to help fill two kinds of gaps in our
current knowledge of the relation of language proficiency to
acquisitional and educational processes; age group. and
contexi-seh;iiive uses of language:

The study was motivated by concern with the current practice in
the educational system of categorizing students as limited or fluent
speakers of English in order to determine their eligibility for
academic achievement. This préﬁticé has Eeéh extended to include the
students' proficiency in the home language as well (Spanish in most
cases reported below).

It will be an overriding theme of this report, justiffed by the

students on the basis of current conventional language proficiency

assessment instruments (hereafter LPAls), should be distinguished from

TR ~




language abilities, the actual knowledge a speaker has of a particular

languagé, which is made use of in a variety of situations.

In the course of the ensuing discusslon many éémbéiiing reasons
justifying the above distinction between language proficiency and
language abilities will be uncovered and justified. ‘However, from the
outset it is immediatély suggested by the title of this study that
language behavior is sensitive to changes in topic and situation. It

follows from this that the language behavior elicited by LPAIs 1s (1)

restricted to topics predetermined by test designers, and to a specific

'
situation in which language is the focus, and (2) constrained to a
narrow set of rules for Jerbal interaction (between the tester and the
subject). Given these conditions, Eﬁé'iéﬁﬁdége sroduced in a testing
situation may not accurately reflect the actual language abilities of
the speaker; not even insofar as language relevant to classroom
‘nteraction.and academic achlevement Is concerned. In view of this
initial consideration, the strategy followed in this study has been to

elicit and analyze the language behavior of the speakers in an LPA
5?E65fibn, then comparing this with the language behavior of tﬁé same
gaé;kéfs under conditions where motivation to speak freely; and’
consequent speéech output; is maximized within the constraints necessary
for recording and observing speech. These methods are dealt with in

Chapter 2.

—

The students are older and more advanced than the K-3 students that
have been the attention of the bulk of research in bilingual education.

[
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process that converts young people from incipient students to elther
high school graduates or high school dropouts. Students in this age
group stand at the gate of critical physiological, social and academic

changes. For these students, we know very little about the

sociolinguistic abilities that one may expect to be developeﬂ*%t this

point.

1.1 Theoretical and Practical Background of the Study

Because LPAls used for determining language proficiency status
are, for the most part, restricted to ﬁééédrihg §§okéhg as oppréd to
and forms a basis for know| edge of written language for the speakers
studied here (as for the vast majority of H:spanics and others of
non-Engl ish speaking backgroUh& in the U.S. educational system), this
56§diéfibh{

As stated in the preceding section, it will be useful to

distinguish language proficiency from language abilities. Language

proficiency will be defined strictly as the results of a quantitative
measure (e.g., language proficiency test) applied to a speech sample
(é g., the speech sample elicited by that test). On the other hénd,

with the language s/he knows: An account of the language abilities of
a speaker will distinguish what the speaker knows from what s/he
doesn't know, the latter being the basis for deciding what the speaker

needs to learn in order to achieve normally in school. Thus, a

T 5




language profiC|ency test converts éaﬁé aspects o?’% speaker's total

It is Iﬁﬁértaht to note here that in educational research, what

the student does not khdw has of ten been emphasized at the expense of

what the same student does know. This is most evident in studies of

language which directly compare the student's language with the

standard varlety of the same language. lt is partlcularly evldent in

those studies whlch characterize the differences between the standard
(séﬁé&i) norns of language and the norms actually used by the students
.as "éFE6fs.' This characterization of the speech of the students as
error''-laden; 'wrong,' !'bad," ”ihééfféét“ is no mere terminological
matter; but rather implies a need and subsequent instructional strategy
to replace those norms with the Heorrect,' "right' or “good" ones
{those of standard English). lndeed,_thls attitude in the educational
system has also been aﬁﬁliéd to mdnoiingﬁai English speaking students
from communities where ﬁthtaﬁAara forms 6f English are épdkEn; in the
case of speakers of non- English background however, bilingualism
and/dr a first Ianguage other than English has been emphasized as the
primary factor in lack of standard English ability, and has been
sssociated with lack of school achievement. Outside of this
attitadinal factor, which in itself must not be underestimated (as
pointed out by Troike, 1981), there is little évidéﬁCe that spoken
varieties of Engl ish othe;Pthan the standard contribute significantly
to iack of school achievement.

The force of much work directed toward recognition of changes in

Ianguage with situation, whether concerned with an entire shift from
one language to another, or from one variety of a single language to

7
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another variety of the same language, has led to a different
characterization of nonstandard forms of English as ''inappropriate" in

varieties of English and Spanish are widely used in Hispanic
_communities, and are appropriate In many non-school aaﬁtéits, in some
_cases even more appropriate than the corresponding standard varieties.
considered fully functional by any standards. Up to now; Investigation
of these targets has almost exclusively considered only nonstandard
varieties of Spanish (e.g., Elias-Olivares, 1976). Nonstandard

 varieties of English in Hispanic communities remain largely unexplored.
applied to speakers from bilingual communities, it.still does not link
the languages and enveloping cultural knowledge of the community with
that of the school. In the absence of this 1ink, the goal of the
educational system may easily remain the replacement of one set of
language norms by another, rather than the addition of norms valued by
the schools; using the lingulstic knowledge already possessed by the
student as a basis for further linguistic and educational development.
students; beyond the quantitative measures applied to language behavior
in test situations. This problem affects LPAls used for assessing oral
language proficiency no less than it does other aspects of the
educational processes: Even though there are some instruments, such as

-
' l_:L



the BINL and BSM (discussed in more detatl below), which Show awareness
ofltné issue of different fuiiy developed nonstandard varieties of

" English and Spanish; and which caution examiners not to penalize
speakers for producing nonstandard (as, opposed to underdeveloped) forms
of language, these efforts have |ittle effect in practice since the
examiners have virtually no informed basis for distinguishing
‘nonstandérd from underdéveioped forms. 1i" fact; nonstandard and
underdeveloped forms are not invariably distinct on an individual itéﬁ
basis. For‘éiéﬁpie, in considering forms of negation (to antlcipate

later discussion); the use of don't with a third person singular (3s)

subject as in: he don't like -it, may or may not be a fully developed

form depending on the partncular speaker: In lower SES Hispanic

communities; such as those from which the populatlon studled here are
drawn, as well as in many monol ingual English communities; this is a

fully developed norm which speakers continue to use at all ages, even

whule observlng subject-verb agreement in all other cases, e.g.; hg

iike-s it. In the case of some second language speakers; however, it
may be a sign of underdevelopment. fﬁis depends on the extent to which
the speaker uses subject-verb agreement in offier cases. For the
Hispanic communities studied, subject-verb ézzfggent is a feature of
the nonstandard as well as standard verietieé of Englisn. Consistent
or any patterned lack of subject-verb agreement is'a sign of
underdevelopment in terms of community norms as well as the school
norms of English, eic;p_,in the case of don't. To the teacher or ,

tester, don't,wlth a 3s subject may be "Incorrect" or "Inappropriate

_—

in the’educatlonal context; but the reasons for the use of this and
similar nonstandard features may differ crucially depending on other

1:
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features of the speaker's language system. It follows tﬁagzthé

strategies used to teach the éﬁééﬁéF the desired forms must differ in -
accordance with the knowledge the speaker has élﬁéaaz developed. 0One

chiid needs to gain control of the English process of subject-verb

agreement for all forms. Another needs only to léarn the value the

school puts on the form doesn't with 3s subjects. -
Since the present study includes students of a wide range of

demonstrated language abilities in English and Spanish; it will be

possibie to report on the distinction Béfﬁééﬁ-iﬁééé linguistic features . P

those which are characteristic of recent learners (underdeveloped

“speakers) of English at their age.:
\» f . - - - - : —
% The foliowing section discusses in greater detaii the context of
language proficiency studies from which the presently reported research

results.

1.2 Language Proficiency Assessment

Language proficiency assessment (henceforth LPA) is a crucial part
of the developing technoiogy of bilingual education: Its most
Widésprééd use across American school systems Is to classify students -
of ‘non-English famiiy backgrounds for determining éiiéiBiiify and/or
need for bilingual educational programs: On the basis of specific LPA

instruments, students are classified as fluent or limited speakers of

English: The most widely used tests make further distinctions within
both categories; but this distinction Is the cruclal one.

Currently there is much debate over the relationship of LPA to

school achievement, although it Is generally agreed that lack of

15



proficiency in English is at least partlally responsible for the lack

- of academic achievement. and for an eventual high dropout rate among

i -

speakers from non-English backgrounds, especially Hispanics. The

' controversy centers around two major questions:

1. What kinds of language proficiency are rela ted to what kinds
of academic achievement?
2. What is tﬁé relative role of iéﬁgﬂég?i?rbf;t;éhty smong
promote or nmpede academic achievement?
To begin with, the question arisés: Wwhat is the content of
language proficiency? There 1§ no agreed upén answer to this question.

The scope of language proficiency is not well défined. As a point of

departure; we consider the most commonly used instruments; LAS

(Language Assessment Scales), BSM (Bilingual Syntax Measure), BINL
(Basic Inventory of Natural Language). All of these instruments are
commercially produced and distributed, and have been the subject of

comparative study (esp. Gillmore & Dickerson, 1979; Ulibarri, Spencer &

. Rivas, 1980). They aii have content restricted to core linguistic

components. The core Inngulstnc components are:

PHONOLOGY:  The pronunciation and perception of linguistic

MORPHOLOGY: The processes of word formation; particularly for

"English; the most frequently used inflectional

suffixes: _ 4\
SYNTAX: Thé processes of scntence fofh&tiéﬁé,thé organization
of words into sentences and Intermediate units, i.e.;
clauses and phrases.
LEXICON: Vocabilary; the Inventory of sound sequences and
meanings paired into morphemes and words, e.g., nouns
and verbs.




Each of ﬁhe instruments is restricted fS‘SEe or several of these
components, éﬁ& &éViéég a scoring system through which to quantify the
results of elicitations, leading to éssiéﬁmént of the speakers to a
classificatory status above or below a cut-of f point between 1imited
and filuent proficiency.

For all practical purposes; these instruments Scofé by ééﬁpéring
the speaker's output with the equivalent standard (written) English
linguistic features.

A particularly interesting feature of all of these instruments is
t;at they also have Spanish versions. Thus, they also claim to measure
dominance for Ehgiiéﬁ-Sﬁéﬁigﬁ BiiiﬁéﬁéiE;

The following table shows the differing emphases of the three LPA

tests.

-

Table 1.1 Comparison of core linguistic emphases of three LPAls.

_ BINL___ @M iAS
phonology | __ o +
morphology | ._ + (#)
syntax + - (+)
texicon | (+) (+) +

Thé BINL and BSM measure lexicon only insofar as they do not allow

non=English words used in an English-intended response in counting

words=per-sentence. -The LAS measures morphology and syntax

impressionistically, requiring the scorer to react in an
impressionistic way to the frequency of deviations from standard
English syntax and morphology in the speaker's retelling of a taped

story. Special attention is drawn in Table 1.1 to the fact that the

' i£5
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'BINL and BSM take virtually aiéﬁgtricdiiy opposed approaches to the

evaluation of syntax.?*

ih?trumenis; several questions come to mind. First, EFE the differént
components é&ﬁﬁéﬁ§dkaté?' That is, would we expect a score on one
campohehi‘ié predict (have a direct relationship to) a 566;6 on another
component? |f so, why? If not, what are the bases for choosing or
emphaéizing one rather than another? |
From a linguistic point of view, we might expect that, within a

given community, most. speakers acquiring English as a first language

features of phonology, and especially morpholugy, are relatively

frequently used in spec.in, and most speakers would have adequate

exposure to assimilate them. On the other hand; one would expect

syntax and lexicon to be more matters of individual experience. To be
cure, speakers of the same community should share the most obvious and

we might expect the more complex forms of syntax, those found mostly in

‘written English, to be differentially distributed across speakers,

e.g., the prepositional relative clause--the boy to whom | gave the

-book (rather than the boy that/who | gave the book to)--and specialized

vocabulary, e:g:, distributor (auto), beside (s;hooi-iaiﬁ or archaic
for next to, by), etci.

—*ATthough the BSM calls itself a Basic Syntax Measure, It is
virtually confined to morphology. Morphology may be viewed as
word-level, as opposed to sentence-level, syntax.

»
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For acquirers of English as a second iéﬁgdégé; or even as a first
language in a community where the speaker is exposed from the outset to
non-English speakers or to many speakers of English as a second
language, the situation may be quiié’difféféﬁii The components of
Table 1.1 are clearly separable. Thus; phonology; for example, varies
greatly-across communities where English is the first language learned

(L,), as well as among individuals whose L. is not English, regardless

. of the other components. Lexicon is also highly variable. The most

extreme cases of separation of lexicon from syntax are shown by creole
languages, which may have an English vocabulary; but a syntax and
morphology quite distinct from the mainstream varieties of English (cf.
Hymes, 1971). '

It is far from clear at what rates different components of a
language, acquired as non-first, develop, or to what extent there is
any predictable relationship among different components in second
language development.

On the face of it, the criteria and implied notions of language

proficiency are different for various tests. More deeply, "the question

has been raised whether various measures concentrating on different
aspects of language are equivalent. Proposed answers to this questiocn
have varied from a claim that all aspects of language proficiency are

equivalent; e.g., Oller's recent claim that there is a global language

proficiency (glp) underiying all measures of language proficlency and

even language achievement tests (Oller & Perkins; 1980); to extremely
complex models factoring out mode and channel, e.g., spoken-written;
production and comprehension, and domaln, €.g., home, school, etc.

berhaps the goiden mean is éummins'lciéim that théré are two types of

’
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language proficiency--one related to schoo! achievement, and another

which is riot (e.g., Cummins, 1980).

into "Limited English Proficient' and "Fluent Eﬁgiishrﬁkcftctéﬁi;" or
WLimited English Speaking" and "Fluent English Speaking according to
district cholce, some state governments took an active interest in
comparing instruments In order to see 1) how the use of different
instruments affected the LEP count, and 2) whether or not an Instrument
Héd.prédicfive value for school achievement. . |

In 1979 the Texas Education Agency supported a study reported by
Gillsioré and Dickerson (1979) to compare 5 LPA instruments in Houston,

Texas. Among the tests compared were the 3 LPA instruments of < _-ther

interest to us here; BINL; BSM, LAS. G&D gave pairs of LPA tests to
464 pupils between K and 12 in six Houston districts.

Among their findings:

1. Comparability was poor to _poorly madeﬁé§§577318§/§65 closest.
for K-2 (Kendall's tau .48), BSM/LAS closest for 3-6 '
(Kendall's Tau .52).

2. Altogether BINL was the hardest of the tests, classifying 73%
of students as LESA (LEP), LAS was the middle (30%), and the
BSM was easiest (19%). ° 7 :

3. 0f the three pairs, BSM/LAS agreed the most 78% (N=40),

BINL/BSM 45% (N=51) and BINL/LAS 49% (N=34).

L. Of the three tests, correlations {using Pearson's R) between
the tests and achlevement tests were only significant for LAS,
but very modestly, e.g., reading .31, vocabulary .28.
In 1980 the California State Department of Education cdmmiSSibned
‘a comparability study of the BINL, BSH and LAS. In that study all

. three tests were given to over 1,100 students in grades 1, 3 and 5 In
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five schools throughout California, none stiag‘s ma jority Hispanic
student body (56% the highest; in La Puente).

Their findings were similar to Gillmore & Dickerson's in some
ways, different in otﬁérs (Viibarri et al. 19é655 g |

1. anferent tests identified different percentages of the same
'"populat|on as LES, etc. (LEP): (As in G&D; 1979).

2. BSM was the hardest at each grade level; but BINL shtfted from

easiest to second place at grade 3.

3, BINL/LAS had the highest agreement, from kS% at grade 3,
progressing to 65% at grade 5.

5. Despnte 3, LAS and then BSM (except'at grade 5) alone showed

significant association with reading”level:

5. In some nnleudual cases the BINL reversed the rank order of

students for language proflclency status when compared W|th

the BSM and LAS.
These findings provide powerful motivation for distinguishing
" language proficiency from language abilities. Language proficiency as
a concept is closely associated with LPAIs. Lahguagé proriciency is
LPAl. Each LPAl provides a different lens; thus, a different image
emerges.
The following diagram schematizes the relationship betweeﬁ
language aBiiities and language proficiéncy according to the above
discussion.

7 - LPA N LA = Language Abilities
LA ’ 7 LB LB = Language Behavior
Elicit , _ s . -
LP = Language ProflClenCy
LPA = Language Proficiency Assessment
LP —

Diagram 1.1 Relation of Language Abilities to Language Proficiency.

V1
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The scheme begiins with the speaker's language abilities. In the
first stage of ianébéjé’ﬁ?é?iéiéhcy assessment, the LPA instrument is

used by the tester to e]iclt language behavior. It ié‘éitréﬁeiy

4 -

important to recognize that the relationship between language abilities

(LA) and langgggg behavior (LB) is not dlrect, de is mediated by the

LrA ellcntat|on The EPA elicltatlon creates a S|tuat|on wh05e effects

on the relatlonship between language abnlltles and language behavior
‘cannot be dismissed. Sociolinguist|c research provides ample evidence
that both quantity and quality of language is mediated by the social
situation in which it occurs (cf. Labov, 1972; Mace-Matluck, 19803
wald, 1980; isgi). This Issue will become evident in the ensuing
discussion. |

Continuing with the scheme, the LB whiéﬁ.ié_i?b&Ucéd through the
 LPA elicitation is then scored according to the criteria of the
particular instrument used. TYhis is the second stage in LPA. The
output of this proceduré results ih_fﬁé language proficiency (LP)
ciassification.

Thus, the relation of LP to LA is quite indirect, depending first
on elicitation and then on scoring:

|n.vi¢w of the findings of noncomparability among LPAls based on
evaluating different aspects or combinations of aspects of a EEFtIcuiar
language, one of the primary questions to which the bFé§éHElféb§rt.is
addressed is:

To what extent do different components of language develop

"differentially among the population studied? To what extent is

there a systematic relationship between different features of a

language in language development?

——




At this point, however, discussion turns to a prerequisite

consideration of the effect of situation on language behavior.

1.3 Language and Situation

_An increasingly effective criticism of the predictive value of

LPAls for school achievement is based on the limitation imposed on

"all of the conventional instruments.

Many observers have insisted that language -and accompanying forms
of social behavior responsible For scholastic success ga'séysnd the
core linguistic features discussed above. These observers have
emphasized that classroom learning, in béftiéﬁié?;.BEE a strong social
component in tﬁé interaction of .teachers and students. "Students must

appropriate to the classroom, but also know how to use language to

accomplish whatever is required. The general concept proposed for the

knowledge underlying the functional (interactional) use of language in

_its social context has been labelled communicative competence..

The thrust of much work originating in the concept of
communicative Eaﬁﬁéféhéé;_?iFgf proposed by Gumperz and Hymes, is that
there are unconscious rules (b6th lingulstic and nonlinguistic) for
ihtéké;tibnal behavior. Through these rules; situations are changed or
maintained. Gumperz has suggested that these rules are negotiated by
the interactants. ‘In a classroom context, a desired situation might be
simply ta§k=FocU§eai quiet students: To the extent éﬁéi negot iations
fail, dysﬁunctioﬁ or disruption of the desired situation may occur.

Implicit in the application of the concept of negotiation to classroom
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situations Is that knowledge of the rules used for similar purposes by

each side need to be mutually known or establléhéd,in order for
negotiations to proceed as desired (cf. Cook- Gumperz, 1980).

communicative competence. Linguistic and sociollngulstlc. The

linguistic area deals with core linguistic features discussed above.

Canale & Swain (1980) restrict sociolinguistic competence to

interpersonal skills involving appropriateness conditions, and

distinguish 1t from discourse competence; which applies to the ability

to produéé coherent texts, l.e., coherent ﬁdlti;éeﬁtehce unlts, e.g:,

'recipes, telephone inquiries. They also put strategic competence on

the same level: Ability to compensate for communicaticn breakdowns
caused by difficulties in other competences, or, speclal abilities
which enhance communicative ‘effectiveness. The diagram below displays

these two implicit taxonomies.

58694§iit6ﬁ iixbnééi Canale-Swain Taxonomy
Comunicative ; Comunicative
Competence __ Competence

Linguistie’ > socjoliﬁédlitié Grammatncal”§3€?ollngunstlc Dlsc0urséirétrategic

Discourse”Interpersona

Diagram 1.2 Two basic taxonomies of communicative competence.

Currently, little is known about the relationship of thése
comﬁonehis of communicative competence to each other; or their relative
weights as predictors of school achievement: Edﬁtétidhéi'siudieé of
communicative competence gunerally focus on interpersonal features of

classroom situations:. They tend to emphas ize cultural differences in

_interpersonal communication and the situational sensitivity of

22




appropriateness .condit ions, e.g., that talking out loud in class is
appropriate on some occasions (when you're called on by the teacher),

but not on other occasions (when somebody else is called on or whe
that decision hasn't been made yet by the teacher).

Naﬁ;ééié linguistic skills have generally been proposed as aiding
or impeding the stability of the situations In which learning takes

- \
mutual expectations in student-teachér perception .and interaction,
i

o . S T T
which encourages or discourages academic échievemeht (see Trolke, 1981
discussion of Cummins' work; and Wald, 1981 dlscusgibﬁ of Troike's

:

paper): ; |

" On the other hand, core Tinguistic ?eéturés o#‘s:aﬁaaia English
have been emphasized as instrumental in acquiring ii;éraéy in" English.
In a more §éﬁéiéﬁ way,; Cummins (e.g., 1981) has é?guéd that only a
limited number of linguistic and/or soclolinguistic s}}iis are related
to academic athiéveﬁéﬁf,'é;g;;.5ﬁaﬁbiogy is cohsideréé irrelevant {but
see discussion in Wald, 19@1); A major example of a A?iéVéht ski11
given in Cummins' papers Is lexical parity of biiinguais with
monbiihguai.age;matés, assumed to be a prerequisite Fo%igradé level
reading. : S E

Since little has been done in relating core Iinguistic t> other

sociolinguistic abilities in educational éBﬁEéiEE;'EBé,&Vesiion remains
open what iﬁefr relative roles are in the étadéﬁié.ééﬁiétéﬁéhi of

bilinguals: - %

At the same time, outside of educational contexts there are a

of language are sensitive to social situation (cf. Wald, 1980 and 1981
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for extended aiséusSIoﬁ); This applies both to quality (variety of
linguistic devices used) and quantity (amount of information contained
in speech).

Thus, the study reported below {5 also addressed to the éuestionQ
what is the effect of the §ituation in which L@éi tests are
administered on the linguistic behavior of the Ebééker?» How does the
resultant linguistic behavior compare with the behavior observed when
conditions maximize speech output?

The final section of this chapter provides a basic orientation to

1.4 The Toplc/Situation Study -

" The focus of interest in the reported study is on the relationship
between language proficiency measures chFéntiy used to classify
speakers and those spéAEéési language abilities. The study
simUiféhéduEi? considers three levels of organization:

e Coré linguistic,

e Discourse, and

e Conversation

Core linguistic.: Applies to linguistic organization at the

— 4. et e Staton's
sentence level or below. It is equivalent to Shuy & Staton's

linguistic competence Or Canale & Swain's ﬁfiﬁﬁifiéai competence:

Discourse. Applies to coherent multi-sentence units embedded in
conversation: |t is equivalent to ééﬁaié & Swain's discourse
competence. Examples are narratives, place directions; house/apartment
descriptions; recipes; reports of past and present routines,

speculations, and expressions of opinion and belief. These units will
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be referred to as discourse units (DUs) and will figure very much in

~ensuing discussion.

motives and consequences. This level of organization includes Canale &

Swain's sociolinguistic and strategic competence.

Although there Is much evidence to suggest that core |inguistic
abilities are highly refined before adolescence for monolingual

eithér for monolinguals or bilinguals, or the rules of conversation

used among peers or between peers and other age groups--of biffiéular
interest, adults. ‘_ /
The relation of core linguistic abilities to discourse abilities
has relevance to language comprehension, and to reading tombréﬁenéién
at the level of making inferences from a multi-sentence written text.
The relation of core linguistic abilities to conversational abilities
reflects ability to participat: in social exchanges using. language.

This has relevance to student/teacher interaction, and whether or not

the student can recognize and manipulate the academic knowledge
imparted by thé teacher and tested by various educational concerns from
the district to the state and national level.

The taxonomy below presents the aspects of language abilities of
interest to the reported study, and can be compared to the taxonomies

of communicative competenze in the diagram presented above.

Do
oty




20 .
Lsnguage Abilities .
Core Lingdiiffg Discourse Conversat ional
(cf. S&S tinguistic o (cf. €S §6cioliﬁéﬁi§iié
¢S Grammatical) ’ and Strategic) . 7
: W
Diagram 1.3 Taxonomy of language abilities under study.
in considering these three levels of language abilities
<imoltaneously, the study departs from an approach toward integrating
various aspects of communicative competence which probes the various
components individually in a sequence of tests (é.g., Cummins, 1981b
and Politzer & Ramirez, i9éi),
it is a basic theme of the study that these various factors are
not separable under any circumstances. but that all exert an influence
on any linguistic utterance:
iji’jﬁiji’fe 7’ e ,77’ 705?7”77 ”,,i' 7jijj77ji:7
11t iesl ituati scourse Unit| __ Linguistid
Kb”ltles'—m Topic-oriented| | Output :
- , e
Peer —) Topic_
Tester | Controlled
Etc. |€ by
Diagram 1.4 §§Eéﬁ? §f.thé relationship between language abilities '
and linguistic output. ‘
According to this scheme, language abilities cannot be directly
observed but must be inferred from the linguistic output. The
linguistic output, or speech sample data, Is shaped in turn by B
situation, a large variable in which the relationship of the’
participants to each other is of prime importance; and then by the :
ibbiépSiiéﬁted discourse unit, a variable within any particular f

Q N - ' | | ; | . 22&;
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situation affected by such factors as whether the particular topic of
the discourse originates with the speaker or another participant
(previous speaker), such as the Interviewer or another peer); and the
extent to WHléh the speaker controls the information presented in the
discourse unit, i.e., has knowledge of'itg to a greater or less extent
than other participants. fhu§; for exampie; in the case of many
narratives of personal experience, the speaker has greater, often even

authority on the content of what he is saying, even if his command of
the language used is not as great as that of other participants.
Speech behavior under tﬁe§é conditions is of pérficuiér interest since
it"is relatively easy to separate out limitations imposed by lack of
knowledge of the language being used. ;
The study was specifically designed to avoid Eﬁé limitations of

the LPA instruments in situation and topic. The longest phase of the

study design uses the sociolinguistic interview format for maximizing a
speaker's Iinguistic output in a short amount of time, used extensively
in community studies outside of the school context (cf. Labov, 1980,
sankoff, 1979 for discussion and case studies). Unlike all
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inclusion of peers also enhances a speaker's peiF&FﬁShéé; In addition,

it gives us Informatlon about peer patterns of verbal interaction which
match more closely the language of everyday 1ife than interaction with

a stranger or other outsider alone (cf. esp. Labov, 1972).

1.5 Summary of Chapter

This study reports on a study of the core linguistic, discourse

and conversational ‘behavior of. 10- to 12-year old fifth and sixth grade
: students of bllingual background in the Los Angeles area:
The stu?y addresses ‘the development of the students' language

sknlls as evidenced in spontaneous speech obta!ned through

CEhtréiiy addressing the difference between language behavior in the
peer sociolinguistic interview sessions and in individual interviews
following the methods used by language prof iciency assessment

instruments (LPAIS).
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CHAPTER 2. METHODOLOGY

This chabféf reports on the field methods used in the present
study.
2.0 Sites

Two sites in different school districts of the E6§'ﬂﬁ§éié§.5fé5
were selected for sampling. They w:re sampled consecutively.

The first 55Eé;y§ifé 1, is an elementary school in the

Southeastern area of -Los Angeles County: The enrollment in the school

community which iéﬁsBSdE half Mexican-American and half White Anglo.
From this school, ééﬁﬁé?é of both the fifth and sixth grade bilingual
classes were selected in a manner described belows

" The second site, Site 2, is an elementary school in the East Los
Angeles area of Los Angeles County. This school serves a combunity
which is predominantly Mexican-American, and was classified in Los
Frgeles as a RIM (Racially lIsolated ﬂinori£y) school. The population
of the school was 90% Hispanic in the school year 1980-1981. In this
school students were selected from three sixth grade classes, one

biiinguéi (gpanishléngiish§ ana two monoiinguai (Engiish).

2.1 Selection Process

limited and fluent English speakers according to the classification
system used at each school. At Site 1 the LPAl used for the

For each English proficiency level we sought both first and

non=first generation speakers of Spanish, where first generation refers :

29
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to a speaker who was not born in tﬁé’U.é. and non-first refers to one
who was born in the U.S. 1In all cases except two the non-first were
second generation (both parents born outside of the U.S:): After
obtaining the necessary clearance at the district and school levels, a
meeting was é(rangéd at each site with the teachers of each of the
target classes. The project was explained and the teachers obtained
parental épnseht forms to distribute to all students in the class. The
consent forms allowed students to participate in the project NCBR staff
to inspect the students' cumiulative records for seiecfing target
stude: 3, and to record the students' speech.

In distributing the consent forms to the class, the teachers

explained to the students that the project would deal with the

and outside of the classroom, and that the project would not be a test
nor be graded; rather, the project would involve an interview and would
provide an opportunity for them to express their views. Further, they
were to pick two FFiéh&E of their own choosing to bartiéibaté in. the

Interview with them: it was explained that it could not be anticipated -

how many students would actually be selected to participate, but that
an effort would be made to interview all who were interested. As the

project proceeded, the students’ response weas éVérWHeiﬁiﬁg; A numbér\
of students beyond those needed were given shortened versions of the
interview (which will not figure in the report), and some students from
below the fifth grade level had to be turned down.

Once the consent forms came fh, the selection of'targéf students

3u



cells. The free selection of peers constitutés a collaboratlve effort
among researchers and students in constructing the sample.

The resultant sample on which this report is based is broken down
below by site; proflclency status (according to school record),

generatlion and rex:

Table 2.1 Characteristics of Sample.

Slte 1. . _Slte 2
Gl G2 | Total 61 G2  Total
L m 4 - b 3 1 b
f 6 1 — ] -3 == 3
Total 10 1 11 6 1 7
Fom 1 3 L 4 L 8
£ 1 1 2 2. & 8
Total 2 4 6 ] € 10 16
Grand T
Total 12 5 17 12 11 23

Gl = furst generatlon. G2 = non-flirst generatlon, L =

recorded as llmited, F ~ recorded as fluent, m = male,
f = female.

In addition to these 40 EﬁéékéFé for whom a btbficlénty status was

. Of thede six, four were at_éite 1. Two were Eﬁgiish:oniy
aeéa;alag to thelr Home Language Survey (HLS) and thus had not been
tested for language proficiency. Two were Spanlish-only and had arrlved
in Ehé'u;s; within six months of recording. They had not yet been
tested by an English LPAI but undoubtedly would have scored as

_,Non-ﬁngiiéh speak ing (NES). According to our observations, thelr
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1 were male. /
At Site 2 two additional speakers were peer-selected. They were
both English-only according to their HLS and thus had not been tested.

/jﬁi§ brings the overall sample size to k6.

" fable 2.1 shows that It was extremely rare to find a late
preadolescent G2 student who was categorized as non-fluent in Engl ish.
If there had been more, they would havé been included in the sample.

While the overall data base for the study includes 46 students,
some of these students were picked through special circumstances béyond
the originai requirements. In several ééééé;liﬁiéfViéws were broken
participants of one group session was absent on a next occasion. Under
these circumstances, a new participant was allowed to be included in
the interview if the oiﬁer péFEiEiﬁéhEE so desired. In one case, a
misunderstanding by a target student (CR) caused him to pick two
speakers who actually selected themselves but WeEé not usual friends of
his. This did not count as a ‘''true" peer group session, following the -
rule of ""target student sslects peers.' |t turned out that (CR) was
reselected by another farget student at a later point. This case was
of interest since (CR) was classfied as a limited English speaker who
'"preferre&"56m55éék.Sﬁéﬁiéﬁ;w-ln the first. group session the other two

speakers were monolingual English Spééﬁers; in his "true'' peer group
" session; all participants were classified as fluent in Spanish:
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In order to elicit Spanish from him, a later session was set up wlth
the two non-English speakers mentioned above. This case goes beyond
the paradigmatic peer selected situations.

The core sample of self-selected peer groups consists of 12 peer
groups, 36 speakers (i0 dess than the overall sample). Five of these
""true' peer groups were from Site 1. The seven others weré at Site 2.
The characteristics of the core sample will be discussed in the section

on peer selection.’

2.2 Language Sampling Paradigm (Field Methods)

The full language sampling paradigm consisted of tbree different
situations which are discussed in turn below::

2. The peer conference;

3. The LPAI interview.

2.2.1 The discourse interview:. The basic data on spontaneous speech

from each of the §peékei$ was obtained in the discourse interview (DI).
The participants in DI were the group of three peers and an adult male
interviewer. The sameé interviewer participated in all Di sessions
‘except one. In that séssion the principal Investigator ééﬁaﬁéiéa an
“additional Di with one peer group which had already completed the

original DI.

The DI interviewer was a third generation Mexican-American from

East Los Angeles in his late twenties, equaliy convarsant in the
non-standard English and Spanish of that community. He had no prlior
experien-e in interviesing techniques or with working with that age

U 33
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group, and was trained on the Job. The interviewer was not informed of
any student's language proficiency status in advance.

The ob jective of the Dl interviewer was above all to keep
conversation §oiﬁg among the peers. . More éﬁeéificaiiy; it was to
obtain as many samples of extended Speech as bessihie from the peer-, a

~minimum of three discourse units from each peer in each language

(Engiish and Spanish, If both were possible), Discourse units are
minimally defined as three consecutive clauses on the same topic by a
single speaker. They WFii be discuSSed fﬁkther:ih the chapters on X
analysis:

4 The prlmary functlon of the inte.vlewei was to lﬁitiéte.tdpiFS'

in order to elicit dlscourse units from the speakers, but only when

necessary. More highly valued were topics initiated by peers. in this
case the |ntervleWéF'§ function was simply to recognize and encourage

peer-inltlated topics: A hot topic was recognlzed when a topic pursued

by a peer immediately gave rise to another unit on the same or a

related toplc by another peer wlth no lnterventlon by the interviewer;

iAtervening to keep talk golng. All the lnterviewer had to do was

lndlcate interest in the toplc and distribute talk so that all who

tried to speak got an opportunity to take the floor. in sum, the
principle upon which interviewing ‘technique was based was: The less

actavely the lntervlewer had to partuclpate in order to maintain’

conversation among peers, the more successful “the lntervlew was e

considered: )
For thexinitial Interviews an ordered schedile of topics was

devised: This schedule consists of a set of modules which have been

successful in eliciting speech in some other sociolinguistic work,. or
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which contained information aé speciric interest to the 5Fajéée (e.qg.,

cultural milieu of the students, e.g., the topic of cholos. An

extensive account of soclolingulstlc interviewing techniques ls found

in Labov, i981). The schedule is found in Appendlx A of this report.
However, it must be emphasized that the schedule was considered a

crutch: Under no circumstances did the interviewer reveal a piece of
_paper in the DI sessions. The toplcs-were committed o memory and

served as a guide to eliciting speech. To a large extent the topics

were unordered, leavlng only the language questions for the finale:
The most effective interview technique consisted of linking topics to.
previous topfcs.-'?ﬁus, for example, if a speaker was talking about
his/her ﬁeégﬁborhooa and mentioned cholos, an adolescent life=style
descended from the earlier pachucos, and known to all speakers at ‘both-
sites, the interviewer could select this as a new’toﬁic.

As a wnoie,ithe topics were extremely successful at stimulating
extended speech, and, ih:ﬁéﬁi instances; proved their appropriateness
by being initiated by the speakers before the Interviewer had a chance

to introduce them. Thus; in many cases, the list of topics was a guide

to reeognltion of spcntaneous topics as well as a stimulus to extended

speech This should not be especially surprising once it is real ized

that most toplcs on the list represent an accumul' lon of topics that

were spontaneously of fered by other speakers in other sociolingulstlc“
interviews. Of course, it would be a mistake to think that any topic
was received with equal enthuslasm by all speakers. The topic which
came closest to this ideal was "sccidents" and similar topics involving
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Perhaps somewhat more surprising was that topics which a priori
than intrinsically interesting; such as recipes; house and room

descriptions, were recelved with great énthusjésm by most speakers.
They not only spoke eagerly on these toplcs, but attended to each
other's performance with Interest and often amusement.

While the interview procedure was successful in obtaining
extended speech from most speakers in one language; the techniques of
obtaining speech in the other language without explicitly requesting it
was not sufficient to obtain the required sample In both languages for
most speakers. B

_Some studies of younger bilinguals, particularly Puerto Ricans
in New York City, indicate that children '"follow the leader' with
regard ta'iaﬁguage choice when they have the abillty to converse in
both, either immediately or after a Pew utterances by thelr addresser
persisting in the desired language (cf. ieniefié, 1978). However; we
found that this was rarely the case among the speakers we interviewed,

at either site.

did not Imply lack of ability in the desired language; or even
dominance as measured by the LPA Instruments indicated on the child's
_ school record. |

Because of this behavior; the initial discourse Interview had to
be supplemented with an additional interview for each group. Thus,
instead of a DI consisting of a single interview and/or situation, two
Dis were held for each group. The two Dis are hereafter referred to
as:.
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DI-1: the initial discourse interview
bl-2: the supplementary discourse interview
These two DIs represent distinct situations, DI-1 In which

language choice is free, and DI=2 in which efforts were made by the

interviewer to-actively-direct iti—These two Dls are deseribed in more

\

detail immediately below. |

(1) BIZ1. 1n DI-1 the cholce of language wes left up to the
peers themselves. Speakers were free to Initiate or reject topics and
were especially free to interact verbally with each other'wl;hout the
interviewer intervening, as long as the desired DUs were asegqﬁéa.

The first question asked was whether the proceedings should Bg
conducted in Spanish, éngiish or both. The resultant answer ;;é
inVariébi? both. The intérQiéwer was inStrUctéd to use both Saaniéh_”
and English in any way that he chose; he was, however, not explicitly
to request the use of one language or the other at any point. The goal
was fo obfain_ai ieasf three DUs in éach ianguuge, if pOSSibie; but
above all to Eeep'conversation going.

Under the conditions set forth for Di-1, it proved unusual | to be
able to elicit DUs in both languages for most speakers. Speskers
generally showed an overwhelming preference for one languzge. For
purposes of DI-1 we defined language prefsrence as the language ch;sen

by each speaker for at least 75% of all DUs produced by the spéaker; as
Language preference will be analyzed and discussed in detall in
the next chapter.
(2) DI=2. Since DI-1 revealed a pattern of language preference
which prevented fulf!ll@éﬁt of cur minimal objective of three DUs per
| ey e é;;7

e
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language from all speakers (who were capable of it), upon review of
each group's performance of DI-1, a second session was held in which
léﬁé objective was to enrich thé DU data for each speaker, and Eéﬁﬁiéfé
the objectives of Di-1. |

DI-1. Uusually, in DI-2 there were some points In each Interview at

in:
OM 10m (LAS 5/5): . . . | get yk* two eggs n put yk lard [yk on there,

0S 12m (LAS 2/5): (to OM) B — _Lwhich kind?

OM: on the pan.
v zem: _(to OM) En espaiiol, a ver ;como? S
OM: 'garro este una olla, entonces le pongo manteca,

tantita manteca . . .'

(%yk = y*' know)

Explicit directives for language choice, such as that
represented by IV (interviewer); are absent in Di-1. Never in DI-2 did
the interviewer iﬁ;erveﬁe into a discourse more than once to overtly

request a change of language. It had to be clear to the speakers that

the DU was more highly valued than the language It was glven in. On
the other hand, once such a request was made by the interviewer, he
maintained ihe'iéthége.rédUestéd for his own speech, regardless of
which language the peer used. This behavior was distinct from the less
obvious pattern of language aiterna;foﬁ used by the interviewer In
Di-1.

The DUs obtained in DI=2 for the non-preferred iéﬁgﬁéée are
helpful iﬁ uhdersianding'the.reéSOns for the preferred language pattern
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in DI-1, and particularly, the extent to which language abilities are -
involved. =
J

2.2.2 The peer conference: iﬁé-bééf'ébnferenéé was Spécificéiiy

designed to change Eﬁé situation by removing the inte:QiéWér effect
from verbal interaction among the peers. In this situation the
interviewer left the peer group alone with a task for about ten
minutes: The task involved conferring on the creation of a story from
instrument). The peers were instructed to create a story in Egﬁh
Spanish and English and informed that the conference would be recorded.
The peer conference provided an extremely rich source of
information about both verbal interaction and approaches to or

avoidance of school-like tasks.

2.2.3 The LPAI interview. The final phase of the study of each

individual was a test-like situation which similated some of the usual
conditions of LPA administration. In this situation, each student was’
retelling task (called "production'' by the test makers) from the LAS. in.
both languages. :

_ For BSH-1 we selected the three pictares 5-7 which present a
coherent mini-story and the associated questions; since this was the
longest coherent section of that test. All speakers féééiiy.dﬁaéfétéod
the relationship between the panels: |

A female bilingaal interviewer, Mexican-born but not of
recognizébiy Mexican appearance, previsusly anknown to the speakers,
édm%niStered the LPA frégments to each individual speaker aion?. The

. , : | 35
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status in advance nor of their behavior in the previous sessions. Her
own estimation of their understanding of English and Spanish was
considered valuble data. | -

All proceedings were recorded. The order of tests followed was
be referred to as LPI (Language Frb?icieney_iniéfViéW);

Although no attempt waé made to conceal from the speakers that
this situation was part of the same project as the other situations,
the requirement -of individuals rather than peer groups, use of a
different interviewer, and the initiation of this phase after the other
phases were completed for all speakers at the site; were intended to
distance this situation as much as possible from the others in order to

reduce the effects of the previous sltuations.

Originally, It had been envisaged that the location of this
interview would also be altered, from the trailer used for the other
phases, to a room In one 6? the school buildings: In nelther site,
HbWévé}, were rooms conveniently available for EﬁiE purpose.
fhere?o?e; pia;e was not used as a variable of situation in this study.

The effects of the 5£;vi66§ phases on the behavior of .

individuals In the LPAI phase were most striking in an incident in one

¥
classroom. As the first speaker selected for this phase rose from her
seat; her two partners from the previous phases also began to rise. It '
—_had.to. be. explained. for.a_ second_time. that_In this situation only one
person participated at a time. The interviewer was also struck by the
;_/_/;;___wﬂkﬁ§Wié&gééﬁié ease with which the Sbeakersvadjuiﬁed and manipulated .

their miqrophones, a skill which they had learned in the prior phase.
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The similarities and differences between the language behavior

exhibited -in this and in the other sessions provide the basis for our
comparison of language abilities and language proficiency.

2.3 Equipment

T T L. ___  ____ o __ o ____.___. ___._ -

' The basic equipment used in the data coilection phase were a

3

-tréiiér, a S6hy_T€ﬁ§B stereo cassette recorder, and two AT805S
" miniature omnldirectional electret condenser microphones equipped with

;cii;?onra;tééhﬁéﬁfé Sﬁa 15-foot cords.
| Thé trailer; referred to by that name by éii_barﬁicipanis;
resembled from the exterior a metal room added to a house. It had two

‘dobrs aﬁa two sliding. windows ESQéFéa by screens in the front, and one

window on each side. The traller was equipped with a built-in fan,

‘lighting instaiiataans,'and electrical outlets: It had to be connected
fo a-pbWér,Sourcé in the school in‘'order to receive electricity: It
was towed to each site by an independent vehicle and then mounted on-
site to secure its equilibrium. Once In place, It remained there for

,Eﬁéjaufaijbn of ihe~pronCf at each sjté. Inside; the traller had two

“ roais éi’vi,aé& by a wall and c’o'ri'né'cfég by an interior door which was

" 'kept closed Bué not locked. One room had a table and four chairs
around which the participants in the peer gfoup sessions sat. The

second room was empty: The "mystery' of the second room proved to be a

valuable stimulus to verbal interaction during the peer session, when “

. the bééfilééfé left iiéﬁ;:,;é ﬁﬁﬁﬁéf‘of'speakeks went so far.as to open
' ghefd66r'ahd enter the second Fooms
fhe;feea?aiagiéaaiaaééf provided for high quality reproduction.

- The use of two separate microphones and two separate ‘tracks were
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essential jﬁ'iﬁguring the recognition of distinct voices in many
Se;siahé; it also alded greatly in preserving comprehensibility of
overlapping speech. | | |

o O S o

The microphones Q@ré battery-powered and had_SWitches which~
allowed them to be easily turned on and off. The switches to be a
disadvantage since in a few cases, either by accident or design, one
peer would turn off the attached microphone with disastrous effects on
sound quality. . Fortunately, these instances were extremely rare and of
short duration:

During the peer sessions, two peers attached the microphones to
their shirfs or blouses. The third peer sat between thems The
dJ;isﬁéé between the individuals was small enough so that they could

" touch each other if they extended their arms. The interviewer sat
facing the middle peer, gqui&iéiéﬁfkfkém the other two.

in the individual interview, the Interviewer and the individual
subject sat facing each other. Each used one of the ¢lip-on

miCrophones.
A second, battery-powered, tape recorder was used to play the

reeorded LAS-1 stories for retelling.

2.4 Follow-Up

After all recorded sessions at each site were completed, the
pr%hCipéi investigator arranged for an informal interview with each
student's teacher to discuss each child individually.
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e The student's friends and associates in school;
e The language(s) used by the student to friends and the teacher;

e An estimate of the student's fluency In each language, with a
request for specific examples Iin the case of non-fluency;

e A rating from one=to-five on a scale from quiet to talkative;
e The student's genéral classroom conduct;

e The student's current level of achievement in reading and méth;
and. - ' :

e An estimation of the student's parents' educational attainment
both here and in Mexico, if possible.

The principal investigator took notes on a blank piece of paper
during the interviews, but no sound recording was used.
In éii, five teachers were ihté?viewed, representing the five

 classrooms contributing to the sample.

2.5 ‘Data Handling

All proceedings of all sessions were recorded on Maxell C-90
_ low-noise cassettes. These were labeled and dated immediately after
each session. Each ﬁasier cassette was reviewed by the project

recording was made. The review consisted of Iistening to each
“recording in its éﬁff?éf?liﬁa taking notes:. The notes were used both
to provide feedback to the Interviewer and to single out specific
events for further analysis.

The master cassettes were copied and the coples were transcribed
directly onto a word ﬁrocESsaf’by a éiiinguai secretary. Print-outs.of
the transcripts were edited by comparison with the.oriéinai“:;cordings
and analyzed. |

' ‘The analyses are presented in the following chapters.

43
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CHAPTER 3. SITUATION AS A FACTOR IN LANGUAGE CHOICE
ﬁhiié a great deal of blllngua. research has looked at the effect
sutuatlons, e. g., by partlclpants, toplc, domaln, etc., a major concern
of this study is to determlne.
1) To what extent the effects of soclal_norms for languagé cholce
can be distinguished from more specific limitations in language

abilities on the leveél of discourse and core lngulstic
features, ,

2) To what extent the social norms for language choice in the
situations of the study reflect the importation of norms by the
speakers from more familiar and recurrent situations, and
particularly habitual situations in their social lives. ,

As mentioned in Chapter 2, this Issue had to be faced directly in

practice in order to fulflil the projecb objectlves of obtaining

-

extended dlscourse in both languages.
Below are analyses of the data which address the two sides of the

Ianguage choice issue stated above.

3.0 Speaker Selection Behavior

To beglin ‘analysis of language choice accafaing to situation, peer
selection behavior for the DIs Is discussed. The composition of each
‘of the groups Is Important in distinguishing language choice based on
abiiity from language choice based on soclal constraints. To the
éitéht.tﬁé members of the peer group %réquéﬁtiy interact vérbaiiy iﬁ
been established and Imported into the DI sessions.

While our cbﬁciﬁéidns about effects on language choice will be

based on convergence of data from all observed situations~and the

7
M
s
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: additionai data from Ehé Home Eahguage survéy and teachers'
In this section, the speakers selected by the researéﬁérs'wiii be
referred to as the targets. The speakers selected by the targets will

be referred to as the peers. Elsewhere all subjects are simply

_referred to either as speakers or peers depending on whether focus is
being directed toward Eﬁeir_iinggistic roles oreseeiai roles in

relation ie each aiﬁéF.
A total of 12 groups, 5 at Slte 1 and 7 at Slte 2 fulf!ll the

'réqulrements of free-picking of two peers by target students.: Thls
core sample consists of 36 speakers, 12 picked by the researchers
according to English level and generation, and 24 picked by these 12.

in this discussion there Is no concern with the sdditional *
speakers in those groups whose composition was ﬁaﬁiﬁulated by the
researchers, or for whom there ls incomplete data.

The followlng tables show that neither proflcnency status nor

_an accurate predictor of selection.

" Table 3,i Target s Choice of Two Peers by Engllsh Level.

Peers by Engllsh. LéVél

both L  both F | L+F
L 1 4 1
Target B - ' -
- F 2 2 2



fable 3.2 Target's Cholce of Two Peers by Generational Status.

Peers by Generatlon
only | ocnly o
first non=first both
first 2 3 3
Target . ' _ 1 o ) _
non-f D S DR B 2

(t = labelled !imited proflclent' F = labelled fluent proflclent'
according to tPA test criteria.)
“The most predictable feature of selection behavior was sex.
Hlthout exceptlon, targets selected peers of the same sex.
At this point Ianguage cholce in each situation Is dlscussed,

begunnung with the first sesslon of the paradlgm, DI 1.

3.1 Lan guage Cholce in DI=1

This first phase of the study was DI-1 (Discourse Interview-1).
It ls considered a single situation.from the moment that the interview
and- the three peers entered the trailer to the moment that the
interviewer left. ~ s

Since the 6Bjéciléé of DI-1 was to obtain as many discourse units
as possible from each speaker; analysis will be 5flmarllly~concerﬁed
with the language choice of each speaker in produclng discourse unlts.'

As mentloned in Chapter 2, ‘a DU was recognlzed when a speaker
ﬁf&duced‘a minimom of';hree consecutive clauses on the same topic.
Most DUs were much longer. Other features of DUs necessary to
recognizing them as coherent units are their beglnnings and éndings.
These“Wlll be discussed in greater detall ln.the followlag chapter
since they require discussion of core llngulstlc st}pctures.

an
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Given a‘disc0ur5é Unit, there are three possibilities for
categorization according to language choice:
" 1. English,

2. Spanish,

3. Mixed.

Mixed DUs were recognized as those which had at least one clause .
in the other language. -

The following example illustrates the beginning of a mixed DU.
The three underlined verbs indicate the three cdﬁSeCutiéé.Eiédées on a
single topic. The switch from EhgiiSH to Spanish for the duration of
the third clause Is suffucient to classify the DU as mixed.

" (3.1) My sister says that when she--in Blood Beach when they g_.

down they nomSs se bajan en ui colchén asf . . -
: (AL 12F10724SE)

The requirement that at least one clause be in the other language
.allows a single Spanash verb with its associated inflections to count
as mFXed; in those cases where the verb alone could constitute an
entire ciéﬁéé; Thus, a switch to Spanish in §é Engg *they go down'
would have been enough to qualify the entire DU as mixed. |

¢ - the other hand; neither of the following passages are
'sufficient to qualify their DUs as mixed, since the switches are not
possible clauses.

(3.2) . . . he bit her n she ran through-through el volante n he

was |ike this all killed. o S
(AL 12F10724SE)

‘In (3.2) the switch from English to Spanish lasts only ?6? the
duration of the underlined noun phrase (NP). The passage consists of
three éngiish clauses.

(3.3) . .. one aii que yo fui asucasa « « « ,
(RM 13M210NFSS)

W
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Finally, DUs ir which switched clauses were confined to quotations
weére not considered mixed. The switching of language for quotations ]
representing the language of the original utterance is well recognized ,
as a special cateéory of code switching, and is not at this point

" relevant to concern with ability and interactive effects on language

following example does not qualify its DU as mixed:

'y le hace--1'm gna kill you -y le trata de apuntar . . s
~ (CR 12M109155S)

(3.4) . . . el muchacho se pone todo el uniforme de su pap8 y va

In (3.4), CR is quoting the words of a character in the English
movie that he's describing. The DU however was considered to be
Spanish rather then mixed. |

Similarly, the following DU segment shows extensive duotat}on but

is not considered mixing.

(3:8) . . . entonces yo me enojé y le dije "how do _you expect me

v to do it if | don't have it?"' Le dije yo asi y luego X le
hace "do itl" y le dije "I ain't gna do itl' Y me quedé
asT y Te hace '"we're gna wait for you-until you do it"

(ME " 11F205FXSS)
Further discussion of code=switching and its relevance to the
concerns of this Sfudy will be discussed where approprlate, éébééiéiii
in the section on Di-2 where mixed DUs were much more frequent than In
Di-1, (cf. section 3.3). |
" in counting DUs for each speaker the phenomenon of Jolnt DUS

H
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’ contrlbuted at least three consecutuve clauses to the DU:- Joint DUs
were DUs that were shared among speakers in turn alternations. They
Awere more frequent among females than among males and necessarily

centered around shared knowledge and/or experiences. They were most
I .

common when the toplc was based on a movie descraptlon.

?&The Joint participatlon was often openly nééofiafed Befween the

peers/as soon as they began to speak at the same time (cf. the
i S L
.:confrapunfai stories told by Hawaiian children discussed in Watson,

1975)- Any contribution of two or fewer clauses to a DU by a second

§péaﬁer was simply considered a .comment.

in Bl-i, mixed DUs were so rare and single language DUs so common,

given the above definitions, that it was possible to devise a measure
of ianguagé preference for most speakers: ’
\
Language preference was strictly defined for each speaker as the

\

language chosen for 75% of the total number of DUs produced by the

1
'

speaker=|n>D[-7, as long as four or more DUs were produced.
The following table shows the language preferencés of the core
sample, and the total numbér of Dus by language choice for each |

i
1

|

pre?erence group:

Table 3.3 Distribution of Language Preference and Total Numberof
DUs per Language Choice for the Core Sample in DI- 1.\

" Number of Number of DUs per \
speakers language choice N
E s M | Total |
E-preference 22 211 3 6 220 |
S-preference - 1" 7 80 6 93
No preference 1 2 & - 6
irsufficlient data’ 2 R 3
Total 36 223 87 12 | 322

(é = Engiish, S = §panish, M = mixed)
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It is evident from Table 3.3 that almost two thirds of the sample
exhibit English-preference. The S-preferent group as a whole shows
E-preferent group, although the display does not allow us to make this
claim about all individual speakers in either group.

English in the sample as a whole.

The table below shows that there is no obvious relationship
between tested Spanish dominance and Spanish preference. The table Is
broken dowh by site because different LPAls had been used to test
sroficiency at each site.

Table 3.4 Comparison of Speaker Language Preference to Tested

Dominance at Each Site.

Preference ' Preference
_ E__ S E s
tested E- 1 -= E == --
dominance S 6 5 S 2 3
- 1 1 - - ==
Total 8 6 . 2 3

Site 1 (LAS) ' Site 2 (BINL)

f- refers to same criterial proficiency in both Janguages. )

First note that. of the 33 speakers who showed a clear language
preference, only 19 had been;iésié& in baoth languages. Most peers at
Site 2 had not been tested for Spanish proficiency at any time,
ac;ording to the policy that only those who scored as iimited in

English needed to be tested in Spanish. Of the 11 speakers showing

il

b
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spaﬁish preference on Table 3.3 above, 9 are on this table. The other
two at Site 2 had tested as fluent in English.

fhé table Indicates only a random relationship between tésted
dominance and language preference.

The COnCiusﬁoh is that examination of tested dominance does not
‘contribute to our und?rstaﬁ&iﬁé of the language preferencés of DI-1.

The following table shows that tested level of English proficiency

tends to agres with Spanish preference only for the lowest proficiency
levels. Again the table is broken down by site since difference LPAls
I

Level of English at Each Site.

Table 3.5 Comparison of Speaker Language Preference in Di-1 to

Preference Preference
_E - [ — s
] -- 2 - ] B
2 i 3 N 1 2
3 4 -- L 1 1
'y i -- F 6 2
5 2 1 P 4 - /
Total 8 6 | Total 12 5 |
Site 1 (LAS) . Site 2 (BINL) z

(Cut-off point between limited and fluent under]ined; the LAS uses

a five-point numerical scale; the BINL uses a four-point adjectival i

scale: N = Non, L = Limitéd,F = Functional, P = Proficient.

Table 3.5 displays the numbéf of speakers showing ea language i
ﬁrefeiénte fcr tested English ﬁrbfiéiéﬁéi level.
" "Only 31 of the 33 speakers figure In this table. /The other two,

both at Site 2, were English-only according to their/Home Language

Wiy Ll
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* The trends at both sites would resemble each other to a greater
extent if either the cut-off polnt for LAS (Site 1) were reduced to
between levels 2 and 3, or the cut=off point for the BINL (Site 2) were
raised to between levels F and P.

At any rate, Table 3.5 suggests that tested language proficiency
has a slight relevance to language-preference, but Eﬁé§ the
conventlonal cut-off between ﬁiimiféd“ and “proficiéni“ Fuffhér reduces
this possible relevance. |

The following table shows that a much clearer pattern of

relationship obtalns between language preference and age of arrival

this point,,

Table 3.6° Comparison|of Speaker Language Preference in Di-1 to

AOQA.
o Preference |
ADA _ E S
0-5 |- 20 1
6-8 2 5
9+ - 5
Total 22 1

Given the sample ;fzé there 1s no profit in furthérABréaking down
the AOA categories. Since the Study is concerned with a narrow age
range between iQ éhd'ii, AOA is also indicative of length of residence
(LOR) allowing accuracy at 2 year intervals. In fact, no speaker who
had an LOR of less than five years showed the English preference
pattern. The two speakers showing English preferent’in the AOA 6-8

P -,
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)
catagory both had an LOR of 5-6 years. All other English-preference
speakere had an LOR of é+-1éars. A

| educated in U.S. schools (ln all cases‘wlthln the Southern california
area), the lnfluence of the school in determlning English preference is
a possuble factor.’

At thls point, it can be concluded that AOA- ls a much clearer
factor in language-preference in DI=1 than tested dominance or Engllsn
.proficiency. However, it must be clearly understood that. at this point
AOA represents a complex set of factors with Length of Re5|dence and

the school effect as possnble contrlbuting variables:
When we try to interpret the language preference beﬁaelor; we ate

immediately confronted wlth the problem of situation: tanguade
prefetence, as it has been defined in DI-1, is the feature of a aingie
sntuatuon, which ' remains constant for setting; participants and the
situational objectives determine the lntervlewer s behavior.

Before attempting to explain why AOA has an effect on
ianéuageibrefefence, we must consider what cnanges occur in ianguade

choice when the situation is changed. ¢

3.2 LanguageméhoiceeinetﬁélPeéF Conference

-

Any social situation can be analyzed into an indeterminately large
number of features. Certainly foremost among these are the
ethnicity) and .their perceived statuses in the situation (e.gs;

. téacher, leader, friend, 5&5&5;4 Undoubtedly of equal importance are

(TRY
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their motivation to maintain or change the siiuéiiéﬁ (cf. Goffman, .
196%, on situation as a social construct and ﬁis guﬁséddéﬁi works on
commuﬁitatibh, both verbal and nonverbal, in different siidifiéﬁsj.
The peer conference (PC hereafier)'was designed to ‘change the
situat:on in one extremely Important way in order to approach more
closely peer interaction outslde of the Influence of non-peers. This
was done in the PC by removai of the physical presence of the
interviewer. o
The interviewer effect on language choice cannot be easily
evaluated in Bi-1 without any contrasting situation. No matter what
devices he uses to try to accommodate to the peers, his permanent o

= status as an aduit, supported by his age aﬁ&;siiéﬁdifféFéﬁéé from the
peers, reinforces his authority status recognized at large in

,,,,,,,,,

adult-child relations |n all known socleties, and implicitly . .

transferred to him by the teachers who lntroduced the project to thelr

classes. Thus, peersaccommodatlon to the Interviewer in their language

choice as well as in all other aspects of thelr soclal behavior cannot

be dismissed as irrelevant or negligible.

Even within the DI-1 situation, certain tests of the interviewer's
status and authority were of a linguistic nature. For example, >. .
especially at Site 1, .some peers made allusions to taboo words in a |
salf-conscious manner indicating their knowledge that these words were
not supposed to bé used in front of adults. Site 2 di%fere&)from Site
1 in that some Speakers used obscenity without *hes i tat ion or apologys . - S
but the, PC differed from DI=1 at both sites in the number of speakers o

usinq taboo words and the4ways they_used.them.“

oCﬂ_h
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 fhé interviewer also learned during his first interview that he

was interesting to the peers, and was askad personal questioén about his
background, family and 1ife style. He was advised by the principal

_Investigator that it was up to him how to answer such questions; but
that if He wanted to encourage peers' sharing experiences with him he
could improve his intimacy status by sharing with them, i.e:, "by
setting the example." '

Admittedly, the physical absence of the interviewer from the PC
was only an approximative solution to the interviewer effect. There
still remained the interviewer-initiated task that the peers thought
tﬁéylwére supposed to be doing, and the iﬁEéFViéwéF=§ iﬁﬁiﬁéﬁi return,
which was used playfully by some peers as "fake-outs" for disrupting
activities which were not Eésk_?aéuséa; e.g:; "here comes the manl,"
when he was, in fact, not coming. Interestingly, the interviewer
effect might also be seen lingering in the assumption of his authority,
or part of It; by a self-selected peer, {cf. the "scripts'" used by some
children in acting out teacher roles, as discussed in Duran & Guerra,
1981) .

he situation in many respects. As mentioned above, the obscenity

L dl

level rose in many groups. Features of the background In DI-1, such as

of the tape récbrdér; often came to the foreground verbally and
physically. Even attitudes toward the Interviewer were expressed,
despite the operation of the tape recorder. No one ever turned off the
tape recorder. |t was only manipulatéd on occasion through the

microphones.
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Although: the Interviewer had proposed a focus of aciivity in
advancing the task before leavlng, the peers created a wlde range of
focuses for their activities beyond the task. It is posslble that the
variety of activities engaged in by the peers well represent the range
of activities that students in a classroom may engage in when the
teacher is not preésent or attending to them, from totally task=focused
to total dusrupt|¢n.

Since PC had as its bfiﬁéky BBjééEiVé.a sampiing of verbal
as valuable data.

The instructions introducing the PC had built-in limitations which
irherently gave rise to the necessity for the peers to negotiate
procedural details of the task among themselves if they were to foTT;w
the instructions. The interviewer's parting instructions contained the
following sabstance:

I'm gna leave you guys alone for about ten minutes: | have a book

with pictures but no words here (= the BSM-2 instrument) | want

you all to look at lt and make up a story about it in Spanish and

English. When | come back you can tell jt to me.
Unstated in the instructions were how to proceed. Who should go

first? éhouid everybody speak fogether? What ianguage should be

with each other. Various strategies were applied. Most common was the
strategy already encountered in Di-1, the joint DU, wherebyvsubéeddéhi

blocks of panels rotated from one speaker to the next. The ma jor

difference between this rotational strategy in PC and the joint DUs of

56
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bi-1 was that directives to the effect of Mit's your turn' were more
éamﬁan'ihaﬁ those Indicating "lt's my turn." A less used strategy was
a choral ensemble recitation of the story. Finally, one speaker
decided to interpret "English and Spanish together' as an invitation to
nix both languages in a single telling. She laughingly insisted on
using this strategy although she was criticized by her peers who said
"No. First in English and then in Spanish."

(3.6)

At . . . dijo el papé que hiclera--
V: Oh yea; OK. (monitoring A's presentation).
A: que

. .+ s que hiciera el lonche al mother so they can go
eat lunch . . . y la mamad estaba en upnd cosa round, se
estaba going around uhm the lake (giqbles)

) \

H: (singing) Around and round
: you're suppozed to say it in-- . . o |
A: (singing) Around n round you turn me. (all laugh)

\

V: You're supposed to say It in English and then in
Spanish S S

H: Mhm, that's a mistake! R! R! Tha-- (1aughs)

Vv: (as if annoyed) then gol ,

A: Entonces, estaba swimming in the lake . . .

Note that A is’bgrfofming the task in a jékfng manner, H is Joking
around, and V is Issuing directives as a §éif;abbointed surrogate for
the interviewer.

Some SPéékerS totally ;ejeéféa the task: As soon as the

interviewer was gone they created other activities. The setting and

<

_opportunity was too attractive not to be used ih-some ways — No~one-

simply sat silently and waited for the interviewer to return. Everyone
spoke.

(3.7) S: Ciérralo. Close it. M; please.[M immediately
approached the door to the other room when the
interviewer left.] N th. going, n they going home
[describing the pictures].

Pleasel Pleasel [Mocking S's directive]..

M: _ Please

c: [Singing and making untranscribable noisesl.

S: J (= a male classmate) el otro ano querfa a F (female

7 classmate). [Initiating gossipl.

C: 'Sf, es cierto . . . [in response to S's last
utterance . ‘
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in approaching analysis of language choice in the PC; the task was
used as a reference point. Al speech was divided into two categories:
i. On-topic;
2. Off-topic:
—directly describing or narrating the pictures are on-topic: All other
utterances; ranging from ‘questions and directions about the topic to
totally disruptive behavior; were counted as off-topic.

as:
1. Only English,
2. Only Spanish,
3. Both.
The occurrence of any phrase of two or more words not uttered as a

context qualified the entire context as use of both languages.
bfherwiseg Ohi? one ianguage was recognized,'in all cases ei;ﬁer

Spanish or English. . L

It will be nogésnzg;;-};é';ritéfibnlof'ééih ié iésé cbnétr;;néd in
the PC than the criterion of mixed in DI-1. For example, all the
ex..ples containing switches in section 3.1 did not count as mixed in
Di-1 but would count as both in the PC. \

These differences between mixed and both are dictated by the

nature of the data and the different objectives of the sessions. The

speech of the PC off-task usually does not consist of coherent

)
O

Uy




multi-sentence unlts addressed to 8 single topic, but, aé?f often than
not, shbrté; utterances involving rapid changes of turn. 66‘%Hé other
sentence-level, are less interesting at the larger multi-sentence
level. Given the length of most of the DUs in number of clauses, a
failure to switch a single clause In a DU is Just as striking as a
failure to switch a smaller phrase in any of the sentences of the PC.
In any event, the lenient criterion for both was &ééfjﬁéa ks/:i:lster
use of one or Ehe other language In three-word UEEé?SHEéE constituting
entire turns.

Table 3.7 below compares language choice In the PC with

language-preference in Di-1. Note that although the PC directly
followed Di-1, in some cases Di-1 had to be BFEE;H down into two
shorter sessions. On the days of PC for the peer groups, 3 speakers
showing language preferences in Di-1 weré absent. Therefore, the.
sample for off-topic speech is reduced from 33 to 30.

Table 3.7 Comparison of Speaker Language Preferencé in DI=1 by
tanguage Choice 0ff- and On-Topic in the PC.

Preference o ?rpferencé'
off-t7pic E S on-topic | E - S
only E 17 0 only E 6 3
both _ 3 5 both _ 7 5
only S ) 5 only § | 4 1]
10 Total 17 9

Total 20 1

Off-topic speech .hows a close correspondence to language
preference. The use of both in the PC for speakers showing either
preference simply registers the less constrained conditions in the PC
for acknowledging the use of both ianguages. of greater Siénifﬁcance
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is the fact that no one switched exclusively to the non-preferred
language in off-topic speech.

had in Di-1 as a whole, 1t did not significantly effect the language
choice made by the peers. Further evidence that the language
preference of Di-1 and language choice in off-topic speech reflect the
Habituai.pétterns of the peers in natural settings, will be discussed.
be ] OWe.

Ori-topic speech shows a strikingly ai??é?éﬁt pattern from
off:topic speech. First, 4 speakers totaily rejected the task. OF the
the 14 speakers who limited the task to a single language, 7 (half of
them) totally reversed the choice predicted by their language
preference.
peer §féu5§; The three Spanish-preferent "switch- ivers" came from two.
groups: One of them used only Spanish off-topic. The other twe, in

the same group, used English off-topic only in.joking with each other,
otherwise Spanish. The four English-preférent "switch-overs" were
pPeers in two separate groups. All of them used English exclusively in
of f-topic speech. Thus, for ali the "switch-overs,' on-topic speech is
contrary to the natural 555;6?6? (&iﬁcussed beibw) reflected both in

of f-topic speech and language-preference.
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'(3.8) Vi : : : y what | want you to do Is to look at it [= the
BSM-2 booklet] and tell me what you think it is, in
your own words. In English and in Spanish.

OK:

RM: ] - . P

CB: Hablenos més en inglés porque inglés no sabemos tanto.
RM: mhm , oo

PQ: mhm -

Thus; the reversal of language choice displayed by some speakers

in PC on-topic reflects perception of the story construction as a

school-like task. It seems that these speakers assume that a reversal

of ordinary language behavior is desired. In simple terms, this

“suggests that these speakers considered PC égftopic to be aimed at the

This behavior is evidence that many.students perceive that the

ob ject of tests, and possibly school subjects in general, is not to
build on what they already know, but rather to focus on what they don't
know, or don't know to the satisfaction of the school siéféﬁ;. This
sffectively polarizes school subjects from other sources of knowledge
in the students' life experience. The behavior Is also evidence of

th6sé'§beakérs',seif-éﬁéiﬁéiibn of their relative fluency in eacﬁ

Ianéuége.

It has now been shown that while on-topic speech tends to be in a
class by itself, there is no significant difference in language choice
between Di-1 and off-topic speech.

We consider 6??;tbpic eXCHangés to be of 55Fiiéulér interest,
since this é&ﬁféii most closely resembles situations of peer
ihferééiiéﬁ outside of the classroom i;«iéfﬁé of the control the peers
have over their own and each other's BéﬁéviSf;. indépendent evidence of

this comes from the home language survey (HLS) information, filled out

by one of each speaker's caretakers, usually the mother. We

6
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categorized the Féébbnses_of the HLS into three cafégorie53 N = no
Spanish mentioned (English in 3 céses, Cantonese in one), SE = both
Spanish and English mentioned (regardiess of iﬁ answer to which of the
four questions on the HLS); S = only Spanish mentioned.

Although finer resolution of of f=topic conversation into specific

acts is possible, e.g.; into Joking, whispering, capping, talking into

the microphone, arguing, correcting, dirgéf[ﬁﬁ, etc., thé HL§1F56N§ a

clear correspondence to off-topic spéeth. Tﬁé.?éiiowing table
demonstrates this. Note that while 3 speakers were absent from the PC,
none were the 3 speakers who did not quaiify for iéﬁguage preference
for Di-1. These are included in the sample EBﬁﬁékfﬁg HLS with
off-topic speech. .
Table 3.8 fbmbériééﬁf@ffSpg;ker,Language Choice Off-Topic in the
PC by Report of the HLS.

HLS
off3tbpfc | W SE__ S | Totall
“only E 4 7 7 | 18
' both 0 37 10
orly S 0 0 5. 5
Total b 10 19 33

, (ﬁ = No Sﬁéhi$b reb¢?ted, SE = both Spanish and Ehéiiéﬁ Eeﬁorfed,
S = only Spanish reported.) -

The bias away from Spanish téWard English corresponds to reperts
of English at home: Further daté'Wfll show that the N group iséékgrs_
have virtually no ability in Spanish, and that their iéhguaééléﬁéféé in
the sessions is generalizable to many 6&56%; usuaiiy all, situations.
The 'SE group is of particular interest Eéﬁée in mos: cases English was

reported-as the ignéuagé usually used by the child, according to the



57

parents. None of these speakers used only Spanish:off-topic or in
biei.. Again the correspondence shows agreement betweeﬁ.iéﬁ§dage choice
in the study situations and parents' obServatlons. Flnally; the S

group shows the same tendency toward Engllsh as the SE group; although

to a lesser degree. For those S group speakers who used only E -

off toplc, the question remains whether the two languages tend to be
strictly separated by domain, e.g:, Spanish only in the home; English
elsewhere, or whether the HLS iS out of date or was ever accurate.

In any case; we can be reasonably confident that the language
choice In Di-1 and off-topic speech reflects the language cholce of the
‘speakeré in a much more general variety of situations, and thus
approaches what would be found in natural speech situations.

At this point consideration turns to the reasons for language

choice; and partncularly to distinguishing the effects of situation as

3.3 control of Langgagé,GESiée

As discussed above, research manipulation of language choice was
minimal in DI-1 and éffffbbic speech. Speakers were free to import
their normal language choice behavior into these situations. The last
section indicates that to a igrge extent they did.

In DI-2 and the language proficiency interview (LP1) language
choice was directly manipulated in order to enrich the sampling of each
speaker in the other ianguége.

iﬁy the Eime of DI- 2 the intervuewer had built a degree of rapport

with the ébéékers; The speakers were willing; even enthusiastlc, to

return for a further session.-: They already had a familiarity with the

63
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procedures of the sessions and seemed to realize that exténdéd speech
from them on any topic was highly valued: As mentioned in Chapter 2
(section 2.2.1), the major difference between Di-1 and DI-2 was that
Di1-2 contained directives from the interviewer to use the other
language choice of the speakers is discussed below.

Table 3.9 below gives the overall number of DUs in each language’
in Di-2; according to the preference groups established in Di=1 (cf.

Tabie 3.3, section 3:.1): The criteria for language choice are the same
as Di-1: Onlythe 33 for whom there was a criterial language
preference in Di-1 are presenteds

Table 3.9 Distribution of Language Preference in DI-1 and Number
of DUs Per Language Choice in DI-2.

Number of | Number of iiis
. . for languar= <uoice o
Speakers E 5 1M Total
_ o — ,, I r
E-preferéence 22 b2 | 67 1 17 [ 126
S-preference 11 13 375 16 - —}.-- 66
Total 33 55 104 i 2 | 192

While Table 3.9 does not by any means imply su.case witn all
individual speakers, it is immeu ately noticeable that 212 greatly
reduced the bias of language preference for the grevps as a whole. It
s also notable that the shift is greater for Lie E-preference group
than for the S-preference group. In addition, the number of mixed DUs
and Its proportion to the total number of DUs for each group greatly
increases.

ii_shouid be pointed out that there were three changas in peer

group composition in_?i-i; one by error, one by absence, and one by the

i
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'Ehahgés are not of concern since the objectives of DI1=2 were simply to
obtaln a speech sample from the individuals of DI-1 In the other
language. The question is no longer what natural iénguége choices do
the peers make for extended speech, but rather whether they have enough
ability in each language to make a cholce.

A.?urther breakdown by AOA reveals further details of the
speakers' responses to DI-2. .

Table 3.10 Distribution of Numbers of DUs Per Language in D1-2

for Each Preference Group by AOA.

Number of DUs per landuage choice

o | for E-preferent speakers | for S-preferent speakers
AOA - -~ E | S M E_| s | M
0-5 31 | 58 | 17 3 | 3 i
6-8 11 9 .0 5 7 12
9+ __ . N - - - N 5 27 3
Total . 42 | 67 17 : i3 | 37 16

As already noted in Tabiz 3.6, section 3.1, there are no
E-preferent speakers foi the 106 9+ group. The AOA 9+ grodp responded
the most poorly to reque:ts fuir DUs in the other language ¢{English).
The other groups rééﬁbndéﬁ much wetter. In discussing ihd?vidyai
cases; it will be seen that =ome c!4 not res:>ond at all, while others
totaiiy reversed languaiz =l —ice.

A striking difference barwes ti AODA 6-8 F-preferent grour

!
3.
Q..

[+11
i

the other groups is the abssnce ¢ mia . Tie issue of mixing,
defined in this chapter, and the oeserz’ -:sue of code-switching as
discussion of individuai cases,
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3.4 Motivations for_Language Choice in the Dis

in approaching the question of why speakers show the language

6?6?6?6666 they do, and what relevance it has to their language

abillties, individual cases must be discussed. The analysis so ?éF

characterizes the sample as a whole; but does not indicate the actual
variety of language choice behaviors exhibited in the study. Some
behaviors which look similar on the surface become much less similar in

the light of more detailed observation. The reasons.for mixing, and

the quality of the resultant speech; are not the same for all speakers.

This is also true for the separation of BBEE languages. Furthermore,

xanguagé guise, appear incompetent; dull and withdrawn in the other.

-\ . o L e e
Other ‘speakers maintain their charm and 'persorality" in both guises,

sometumes even desplte the change in the quality of their speech (cf.

Wong- Flllmore, 1976).

In the following subsections individual cases will be presented
atcording tgﬁthe catégorization scheme set up-in the prévious sections
of this chaptet. | '

3.4 SpannshgﬂpeiereneeWSgeakers

1) Age of. A?r4va|~9* The speakers in this category are of

ma jor concern. They héye had the least se: of experiences in the

American educationai syséem; let alone in their new communities, and

are in most need of expéﬁaé&,eadééijbnai services if they are to gain
\

_ access to the curriculum offered by Amerucan schools.
\,

S0 12f. The social charéqteriStlcs of her peer group are

dispiaYed be low: ' “
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Name ___Age-Sex _ AOA __LOR_ _ BINL-E BINL-S _ HLS
*50 12 ¢ 10 2 N P s
AO 1 f 0 1 -- | -- E
_EG " f 0 11 F -- S

(*target §beaker, selected peers)
Below; a comparison of her behavior in the two Dls shows that it

did not change; she produced no English DUs:

DI-1 .. D=2 _

5 E .M S E M

50 1w o0 0 L 0 0
AO p 7 © 0 1 0
EG 4 2 0 0o 0 0

SO was the extreme case. She never uttered a single English
word in either D!, let alone produce 55_éh§li$h clause. On the other-
hand; her peers did speak in English, one exclusively. There Is no
accommodat ion to English Sbéiké?é in $0's behavior. However, SO did

show evidénce of understanding English:

(3.9) jVs What kind--do you guys like to dance?

AO: No. -

'IV: No? Do you like to dance?

EG: No. P o S
IV: You Just like to watch people dance or what?
EG: Yes.

: Jy' ¢Y usted?
s0: Sf, sl me gusta bailar . .+ .

S0 gave the following account for not speaking English.

(3.10) Como cgggdg:jguando yo 1o hablo . . . en la mesa donde

estog asentada con--con mis amigas, lo hablo y se burlan
de m .« .

(o
~1
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By her account, SO fears ridicule if *he speaks English. Her
teacher reported that on occasion SO would $8Nd a classmate to ask pim
a question In English rather than risk havind to speak English herse! f.

In the LPI, where no peers were pr&se™t, she was more |
cooperative. In that session she gave her oMly dats on production of
English as well as evidence of extensive QomPTenension. The LP| wa¥ 2
valuablé source of tapping some of S0's ahifitizs in English. Howevers
it cannot Claim to represent her habitual behavior nor reveal her scite
sensitivity to situation In simaking English

S0's suppression of English in peet $%ttings Is similar to ghat
of several other speakers. Her performante in English will be
discusséd in the next chapter.

Ad 12n. The social characteristics of the speakers in his pIS

‘gare presented below:

— - = .,77 777N,,77. ,,,,,,7', ,,’,
AOA_ Lor— _ BINGg _BINL-S H

1 1 % P
7 5 F
9 3 § --
10 2 L --

(*target. speaker, **replacement for BR “he was absent from DV.2)

The discourse behavior of the speakerS is compared for both P!S

below.
o Dl-1 [ - pl-2
Se_ - E M _} __ . Se. __E L
M 6 0 0 o 1 0
AR 5 0 0 0 2 0
BR 8 0 0 absent N
PA not picked o 0 0




AA; who was extremely voluble in Spanish in DI-1, appeared quiet
and shy when the rules were changed to encourage English in DI-2.
(3.11) iV: So, so do you like doing that or does that bother you

. [= taking care of younger siblings]-or - huh?
AA: | don't know. :

IV: You don't know? >
‘AR: (Te gusta hacerlo?
AA: No.

(1ater)

{V: You don't like to do it because you--your parents
force you or what?

~ (later) - S ,
IV: Oh the last--yesterday you were talking like crazy, !

couldn't stop you. Now you don't wanna talk, now you
don't know anything . . . '

As the interviewer observes, AA's behavior in Ehgiish was stoic
and taciturn. He made frequent use of the evasive "1 don't know' to

reject all topics: Finally AA overtly rejected English.

© (3.12) IV: Mm, do you feel that way, A? [= that people's views
‘ ~ of other people depend on where they were born]
AA: Yes. ;
IV Why? (pause) - -
AR: iNo sabes otra palabra, A? . -
AA: No (laughs uncomfortably) yo no quiero hablar inglés.
iV: No quieres ‘hablar ingl&s. So how come you told me
yesterday you didn't mind talking in English?.
AA: Se me olvidé {the peers laugh)
iV: So what do you do when you need tc talk in English at
- a store or you have to heip 'somebedy in--in a
situation when they only speak Spznish?
AA: | don't want tc speak Englisk.

AA presents a less extreme cése than S0. He provided data on
English production on the phrase and clause level, but only once on the

discourse level.
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An interasting feature of AA's behavior in DI-2 was his
willingness to help PA answer questions In English, although he was

reluctant to speak English when directly addressed.

(3.13) 1V: (to PA) So what part of Mexico are you from, P?
AA: Chihuahua.
RA: In Tijuana.
IV: (to PA) Tijuana, so you were raised in Tijuana?
AA: Yes.
PA: Yes.
IV: (to PA) So what do you think about uhm_living here’
~ and going to school herz. You like it?
AA:  VYes:
oo PA: Maybe.
' ' AR: (to AA) Shut up, all right? (they all laugh)
IV: (to PA) You don’t want to talk either, huh?
AA: No.
AR: | know. They're lazy.
IV: They're lazy?
AA: (to AR) and you too: ) .
AR: unh unh. ' |'m talking like a perico. (pause)
AA: That's what you say! :

The language héig ﬁattéing in thé,fdrm of spéaking for someone

else present; recurs with other speakérs as noted later.

RM 13m
Name | Age-Sex | AOA | 1OR | BINL-E | BiNL-s| His|
*RM 13 m 10 3 N F S
AP | 12 m 0 12 P - SE
JR 12 m 0 12 F -- SE

(*target speaker)

Di-1 | oi-2 |
_E M .S __E __

S
RM 8 0 1 5 1 3
AP 6 11 0 3 6 0
R 0 13 2 " absent
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RM shows a different behavior from the speakers diécUSSéd above.
Despite the near absence of English DUs in his data, his us€ of mixed
DUs rises in Di-2: This extends a Strategy already evident in DI-1.

RM fully participated in DI-1 and éiéariy understood what the

other speakers said although they spoke in English most of -the time:

(3.14) UR: VYeah, last - iast tiwe uhm you could tell right away.
They (= tite ish} siart moving their tail and then
you see 1iks shen the water boils like that It looks

. like that: } -
' RM: Una de esas 'ive hay -~ son tumbes - cosas que dice
7 agua asf que se ve. :

AP: Like yesterday there was .

In this passage, RM is explaining in Spanish wha: JR means by

the water boils:

RM did not hesitate to inject himself into English
E6h9éksations{'eithér whoiiy;ih Spanish or in the manner described
below.

The mixed DUs in both DIs are éxtensions of a pattern used by RM
with great frequency in both Dls.

In Djii, in which his peers, who wgré also his friends outside
of school, exhibited clear English preference, RM often began his DUs
with 2 few English words.

13.15) Me wher ahl Junto a mi casa siempre nos ponemos a veces,

en summer nos ponemos a Jjugar . .« . ) )
(cf. (3.3) in section 3.1)

Therefore only one of his examples qualified as a mixed DU.
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in Di-2; where the issue af-speaking the other ianguage became

clause in English before switching to Spanish.
' !

(3.16) Man, | has three years in this school. Mi hermano 1legb
de once aflos y - y el primer afo pasG el . . .

it was as if he felt that completing the .irst clause in English
was sufficient to fulfill the requirement, before returning to the
language he obviously preferred.

Only in one case, when pressed, did he complete an entire DU in

Engiish, a minimal one of three clauses and a ritual coda.

(3:17) RM: m, pues_ le gustaban las novelas (laughs) y le Iba -
en, en Sonora este hacla Jmucho--a sus_amigos.
iv: a ver platicanos en ingles, ,a ver. LEn Sonora ue
pasaba? Y luego le preguntd en espafiol (laughsi n
what useta happen in Sonora with your brother?

" RM: Man, he only = he goes to his friend's house n said

to = if he has some books, to read. That's -it.

ﬂ |

RM's behavior contrasts with SO and AA. They did not switch at.
all. It is the first piece of evidence discussed which indicates that
code switching is an indicator of greater than minimal ability in the |
second language (Lé); This will be further justified in comparing tﬁe_
Zos linguistic development of RM's English with that of SO and AA in
the next chapter. Other examples from other speakers will be
encountered below in this chapter:

CR_12m. CR is the last speaker to be discussed in this section.
in many ways his behavior is similar to RM's, not least of which is his
self-assertiveness in English contexts despite his Spanish preference.

The strategles he uses are also similar to RM's.
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By a fortunate accident CR appears in two distinct peer groups:
The First is with two monol ingual English classmates who selected

e hesitated In selecting two peers. In the second DI

=2

themselves when
he was selected by the féf@et along with another peer. All three were
habiiual friends with great facility in Spanish.

The first DI does not fit the paradigm of the project (cf.
Chaoter 2). It will sé referred to as DI-F (= ?ir;i); _

The paradigm of Di-1 and DI=2 for his habitual peers will be

Name | Age-se, | AOA | LOR | LAS-E | LAS-S | HLS
w |12 | 3 s b1 |5 | s
vs, 2 m 0 12 -- -- E
P 12 m 0 12 | - - | E
roM2 10w % 10 5. 5 SE
0s? 12 m 8 b 2 5 s

(*target of bi-S, lbi¥F, Zbi-S)

_ DI-F ~ Di-§

S| E| M { S|{E| M
CR 11 71| o CR 712 |1
JP ol12| 0 oM 6| 4| 1
VS ol 2 o os 10]2 | 3

in DI-F; English monolingual JP was by far the most talkative.
Despite his far lesser degree of faéiii:y in English, CR would often
éctiveiyﬁgnd persistently compete for-the floor. - The following segment
on the hot topic of practical jokes shows CR succeeding in getting the

floor after being ignored in a corpetition between JP and VS.




(3;15) JP: and then you get their other shoe, and you get it and

tie it together or you could tie both; one person to

VS: (6616&19) or where you tie §§§57?§§§7E6§éfﬁé% . .o

CR: n she's allright come on n she's come--

JP: (lnterruptlng) the thing | hate |s when--

CR: N when--when [:remember - remember when
Vs: XX s s i XX o s
CR: we saw in movie, we n go under the table
VS: oh yeai.. (they all laugh)

CR's English phonology was often quite bizarre From the point of
View of the peers, and included many features not commonly found among
bilinguals of any' degree of ability; including blends such as gaf (=
ggi + have mergea) and metanalyses such as wak (= off). He was often

CR had to put up with teasing at various points in DI-F,
especially from VS, as the following segment exemplifies. On this

occasion he was supportéd by JP. The normalized orthography of the
: { S o . o .
transcript does not do justice to CR's actual pronunciation.

(3.19) CR: VYesterday | went--
VS: You what? . o )
CR: | went with my mother, | say my mom Alpha Beta (= a
~ supermarket) and then--
VS: You what? You forbid her?
JP:  Just shut up and listen.
VS: (as-if suddenly realizing) Oh, Alpha Beta.ﬂ
CR: (to VS) Yeah, man.
JP:  Just ignore him.
CR: n then they stop my mother . . .

CR's insistenc: on his right to the floor is in marked contrast

to SO's reticent behavior.
CR's vengeful comment to VS in the F?iibwihg segment from a

later sequence indicates his realization that limitations on language

-3
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facility cut both ways. He does not show concern over his projected
image in speaking English.
(3.20) IV: (to VS) No; he (= CR).was asking me how to say that

~ in English. Do you know what machucar means?
vs: No.
CR: (to VS) Dummy!

CR's assertive spirit and willingness to participate in English
conversations Is reminiscent of RM: However, because he was deal ing
with English .monolinguals (unlike RM), he could not use the strategy of .
one clause or less in English and then a switch to Spanish. In many
i~stances CR would initiate topics in English that reférred to

knowledge shared with the other bafticipanfsg'usfﬁé a §ignaiiing device

¢

such as remember. Like RM; these began turns with a clause (or more)"

in English. But fﬁéﬁ instead of continuing in Spanish, he would cede
the turn to another peer (usually JP). He would then sit back and
fonitor the iobié.ég developed by the current speaker, intérjecﬁlﬁj
English comments as he saw fit; (3.18) above exemplifies this strategy.

This example of CR's conversational ability in English

represents further development of the strategy used by RM, certainly to

the extent that CR more often exceeded one English clause than RM. Of

course this does not mean that CR's conversational ability in English
i intrinsically greater than RM's, since RM was less constrained to
z:se English by His:peers' abitity iﬁ.Spaniéh.

in turning to DI-S; however; it is evident that CR does indeed

have more English discourse ability than RM, as evidenced by his more

‘frequent and longer English (and mixed) DUs, and, most importantly, by

his willingness to produce English DUs without being pressed: In DI-S
all his peers can speak Spanish. Nevertheless, the following segment,
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which corresponds to the conditions of DI=2 for the other participants,
illustrates his discourse ability in English under the condition of

motivation.

(3.21) 1v: (to 0S) Melted, eh. So tell me -
CR: — 10
o everythlng eVerythlng everything!
ve 1 Tell me = Tell me .
more of the dishes you know how to
~ cook, C. || know y're a great cook. .
OM: - Ch‘?bu make a b-boiléd " |steak-
CR: — - - — e — 4 -3
N great cook I - I always make cakes.
IV: Hot [;akgs? :
CR: huh? - - : } R
OM: Can you-make a boiled steak?

CR: El me ha visto siempre X X X

1V: _How do you make them. PlatTcame cé:o S&- hacen. - _

0S: Oh | know how- awright, [go on.

OM: Make a boiled steak. )

CR: Put uh first put harina on - no, the butter, butter;
Then all we needs |ike wet, put the harina: Then do

it, do it. When it's so all like balls right there
you put . ' : _

Eventually tiiis turned out to be a mixed DU.

3.22) . . . like and then it's--it's sti-- like like masa.

tuego | - masa, luego sugar, luego rollarlo, luego pienso
de qué color . . .

Under conditions similar to-RM's DIs, CR produces much more
extensively Engllsh.bUs. - ’

The analysis of mixed DUs can be further refined quantitatively
to indicate diffe +ntial discourse abilities in elther ianguage. This
is done for two further Spanish-preference speakers in thé next
éection.

(2) AOA 6-8. Referring back to Table 3.6 in sactlon 3.2, there

were five Spanish-preferent speakers émong,the seven AOA 6-8 group.
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Two of these speakers were in peér groups already described: AR, the
target of AA's peer group; and 0S, a member of CR's peer group. The

The essential social data for the three speakers involved Is
shown below:

xCB 11 . 6 5 2 5 S
PQ 12f 6 6 2. 5 S
RM 11F 7 4 1 5 5

All these girls are classmates in a bilingual fifth grade class
at Site 1. They consider éach 6ther good friends and have Seen‘tg each
‘other's houses.

Using .the same criteria as In DI-1, the contrast between the two

DI sessions is displayed below:

I TE) B TEY R

S | Mixed | E S | Mixed | E

cB 7 1 0 0 4 1
PQ -1 2 0 0 7 0
RR .7 1 0 1 0 1

in inspecting these DUs, we are concerned with the motives for
the code-switching behavior that give rise to the mixed DUs:

The literature on C6de;§witching is large and diverse; and
perhaps has engendered moré controversy than necessary. First;
different scholars have used'the term with quite different meanings

(cf. discussions in Baker, 1980; Wald, 1980a). Next, scholars have
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proposed a variety of motives for code-switching, e.g., ethnic
identification (e.g., Gumperz & Hernandez-Chavez, 1969), mitigation and
aggravation of speech acts (Valdes, 1980), topic or domain
(Ervin-Tripp, 1970; Fishman, 1967). Finally, and most importantly for

our purposes, different scholars have drawn different conclusions about

_the relationship of code-switching to ability In both languages. One

particularly prominent proposal has distinguished different degrees of
complexity in code-switching, especially intersentential and
intrasentential switching. Thus, Poplack (1978) proposes that
intrasentential switching Is QOVaneH by the syntactic rules of both
languages, such that it is a sign of knowledge of the syntax of both
languages, and thus an indication of relatively high ability in both
languages. Others have proposed that intrasentential codeswitching can
be a sign of diminished ability in at least one of the languages
(Gonzalez; 1977; Silva-Corvalan; 1986):

There is no reason to assume that all code-switching is a sign
of one type of proficiency, limited, or the btﬁef, fluent, since the
observations of these and other scholars do not report on the same
populations or situations. Data from one study cannot be used to
interpret data from another Study without accountfng for comparabiiity
o? contrbi.

In fact, it will be shown for the data at hand that switching
behavior within a single speaker is not always motivated by the same

considerations. There are differences in the contexts accompanying

switches both by direction (from which language to which language) and

acf (cbange in act acéompanying change in ianghagé).
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in D1-2 we know the ﬁotiﬁe'?or the interviewer's speesh behavior

in favoring one language--to try to elicit that language from the

speakers--and we can use contextual cues of various kinds to deveiop an

understandlng of the fwf'Ves of the speakers in switching languages as
they do.
Beiéw are the kinds of contextual cues that ‘play a role in the

analysis of GB's and PQ's msxed DUs.

i. Hesitation Markers. We will recognize three types:

e

Fillers,
b. Stammers,
é; edf’éffs-

2. >S§eeéﬁ Acts. For present purposes, the same dichotomy used
for analysis of PC speech suffice:
a. Oﬁ’toplc, and
b. Off-toplc.

Of the off topic acts embedded in the DU overt requests for

help are the most prominent. while hesitation markers may also
function as impiicit requests for help; they are oftén not reacted to
with help by listeners. They are interpreted here aégeigns of trouble.
We will see below that fﬁe speaker often solves her own trouble by

As with the on-topic of the PC, on-topic DU clauses are confined
to speech Within the act of giving informEtioh on the topic. The
request for help is a different act; one which gives a turn at speaklng

to another speaker, even though the DU is not finished (cf. Waid,

"
Yop
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The following example illustrates ali thkee,héeitation markers
- \.
followed by an off-topic switch to a request for help. -

-
b

(3.23) PQ: | put some oil on the frying pan n then-+and ‘then uhm
lcbmo se se dice polvo - polvito ese?

S oL S T

Closest to the switch is-the fillér uhm (not identifiable for
language); before that, a stammer (an immediate repetition of 5 word or

series of words, - Iacklng a syntactlc relatlonshlp between SUCCesslve

recurrences as in redupllcatibh' very very good) Flnally, uhm,marks

-a cut-off of the rlause lntroduced by and then. The criterion used for

language. Thus, and then is not grammatlcally continued by the request

for help.

After a sequence of turns involving the interviewer and. €8, as

well as PQ, PQ continues the DU:

13.26) |v: Oh, they're like breadcrumbs.

PQ: ahT le pongo de esor(laughs) and then= and then | put
the shick- the chicken . . .

considered a switch, since it is not iﬁﬁeaiSEéiy ﬁréceded by a clause
of the DU. Her switching behavior when following another speaker does
not concern us here.

There is no cut=off of P's first Spanish Eiép§é; since the
clause is complete. Her laugh is not ihélaaéd-EESHg the hesitation
markers, which are feStriqted to fillers, stammers and cut-offs. Thus,
the shift to English is smooth.

S
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Within the DU, swltches are further éléssified as:

i;' Smooth, or |

2; Hesitant.

They are smooth if not preceded by a hesitation marker,
otherwise, they are hesitant.

The following example shows a cut-off within a DU sequence,

resulting in a hesitant switch.
(3.25) PQ: . . . N then | went to the uh -a velarlo . . .

in (3.25) PQ edits out the last Noun Phrase (NP), the X, and

replaces it with a Spanish infinitival phrase: PrépA(éifﬁfVéEB,(v&i-)

+ infinitive (~ar) marker_+ Object marker (-16). The English clause is

~it antinued by the Spanish phrase; since the determiner the preceding
the switch has a Spanish equivalent, and in no\versioﬁ of either
language could a prepositional phrase follow a determiner directly. If
t"g~detéﬁihér had not been uttered, 2.g.;

(3.26)a . . . n then | went to a velarlo . . .

the switch would still be marked by hesitation, a stammer across

languages, through the repetition of the preposition 'to.’ ﬁoWeVer,

sither of the following two switches would have been counted as a

-smooth switch.

(326)5 . . . h then | went a velarlo
(3.26)c . : . n then | went to velarlo »

The following passage shows several smooth shifts within a DU:

n stuff. Consentido. He was the - the best of all
in the family . . « : , \

(3.27) PQ: . . . he was the - the little one n lo tenfan chfpilo

81
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This Passage contains fqur shifts Wiihébi hesitation marking,
None of these sﬁifii, however, imply great Siﬁ$iiiié knowl edge of Boih
languages, according to Poplack (1978). They 3re restricted to
switches at clause boundarles, for a tag, oF for a single word.
Poplack reports that the speakers of the Pusrto Rican community jn New

York City display this kind of switching rega"dlgss of bilingual

ability (by Seif-iéﬁéif), but that more intimdte switching, e.g., of

the type HyPOtﬁéEiééiiy represented in (3*26)55 or c. is a sign of
greater abl"ty in both languages (by correlafion with self-report);
In (3.26)b. the switch is in the Verb Phrase Petyeen the verb and its
complement, 2 prepositional phra§e. in (onS)C--Eﬁé switch is In the
prepositiona! phrase ifgéif;.befWeen the prepoSitjon and Its
object==and infinitival phrase. |

In analyzing the bUs Of the present 9roUP we + ] see that the
switching behavior shows a dLrectlenal blas in terms of whether it is

smooth or marked by hesitation.

Table 3.11 Data on the Reclpe DUs by €8 2"d PQ in pi-2, -

I | ®a
S S I S
hesitant switch 0 1 Q 1
smooth switch 2 0 1 0
cut-offs before 0 1 0 1
switch
total comMPlete 0 5 1 8
clauses in pu
(S and E refer to the language switched Frﬂm)
Deserying of specis ‘on is the Pattern of switching
highlighted in Table 3.11 ata on these sMOrt recipe DUs suggest
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the outline of a pattern &iéfiﬁgdiéhfng the languages of hesitant and
smooth switches. Hesitant switches are associated with switching from
English to Spanish, as if the Ebéaﬁér ha¢ trouble in English and
therefore switched to Spanish. Smooth switches are associated with the
opposite direction; from Spanish to English, as if thézgpéakér did not
_switch from Spanish to English until she was able to do so smoothly.
Admitedly, the data presented in Table 3:11 are sparse.
However, the suggested pattern foreshadows the pattern found iﬁ.tﬁe
much richer extended mixed éi{rétiVés by the same speakers. faﬁie 3.12

: o - g . i o
below displays one such narrative by each speaker.

Table 3.12 Data on Narrative DUs by CB and PQ in DI-2.

R ' - Pa
S | _E s 1 _E
hesitant switch 3 10 6 19
smooth switch : 10 5 ik 12
cut-of f before 3 8 3 15
switch )
total complete 9 71 77 67

ciauses in DU

First, note that both speakers show more hesitation before
switching frbmithgiish to Spanish than in the reverse direction. This
pattern is foreshadowed in the limited data on Table 3.11 above. We

will call this pattern the pattern of Spanish dominance. Thus, both

DUs exhibit._Spanish dominance.
The notion of janguégéfﬂaﬁiﬁénéég,thét among certain bilinguals

one language 1§ known in souc setter," or more extensively, than

3

-~
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the other, with consequences for performance, suffers from the same
unclarities as the concept of code-switching,; discussed above.
Dominance according to the LPAls consists of comparing the
speaker. Spanish and English are measured separately and then the
score; are compared. This procedure crucially depends on establishing
that the measiires éﬁross iéngﬂégéé are Cémpéfébié; Since tHéSé
measures are based on core iinguistic features 'of each ianguage they

will be discussed el.._where.

situation, in terms of domsin. For example, vocabulary tests comparing
" the number of objects fouhd~ih the kitchen (home domain) in each
language with the number of objects found in the classroom (school
domain) have led some observers to conclude that some speakers are
Spanish-dominant at home but English-dominant in school (cf. Fishman,
1976). Here. the question of a global dominance is dismissed in favor
of a notion of dominance sensitive to domain/situation. More recently,
the b;evalehCe of code-switching in a variety of situations, according
to naturaiistic observations of a Puerto Rican community in Manhattan
(Pedraza et al, 1¢%1),
However, in tﬁe present study, the code-switching behavior shows
a directional pattern according to hesitation phenomena. Language
preference shows a clear bias toward a single language in situations

approaching nature (i.e., in DI-1 and off-topic speech in the PC).
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For the targe! population, as » whole, measures of dominance can
be devised on e discburse basls, showing blas In language cholice,
either toward Spahish‘or English.

Adapting information from Table 3.12 above, Table 3.13 below
shows the percentage of hesitant switches from Spanish t¢ icid)
hesitant Switches,’and smcéiﬁ switches fra. Spanish to total smooth

switches.
Table 3.13 Percentage of Spanish Hesitant to Total Hesitant and

Spanish Smooth to Total Smooth for DUs by Two :

Speakers.
Percentage switches | PQ.__ | b
g Spanish_hesitint 24 .23
tot  hesitant " (N=25) (N=13)
g Spa; __smooth .54 .67
t a1 s+ .oth (N=26) (N=15)

in Table 3.13 the rate of hesitant switches by language is
foregrounded, since only hesltant switches are interpretable as

motivated by difficulty in the language f rom which the speakers

switched: CB and PQ show 3-similar rate. Where 0.50 would show equal
hesitation in both languages, Cé.ahd PQ shu. more difficulty in English
than in Spanish by a rate of over 3 to 1.

The rate of smooth switches is not so easily interpretable. As
getting their messages across as efficiently as possible, do not switch
from spanisH t6 English untl) they are able to do so smoothly: There
is also an interplay betweén attention pald to the topics they are
developing in the DUs and the attention they are paying to the language
(English) requested iniffaiiy by the iﬁterviewer. ‘

5O



80

Anothér meéasiure based on Table 3.12 compares the total :omplete
clauses in each language. Complete clauses are those which are
entirely in a single language. Thus, the following example contains no
compiete clauses.

(3.28) . . . he went to the uhm seguro. How do you say that?
--wen/ uhm to the hospital. (PQ 12f 2/5)

The First clause is cut-off foliowed by a switch to Spanish.

The secord is an off-topic utterance, which is not counted in the ¢U.
The third clause is incomplete, lacking a subject.
The percentage of Spanich complete clauses to total compliets

clauses is given below.

e8| _Pq
Percent Spanish complete  0.1i 0:53
(N total complete) (80) (144) \

Tho percentage shows that CB is éftéhdiﬁé to the use of Engiish
more tnan PQ. " In addition, ail of her Spanish cut-offs foiiow oniy
one; or even a fraction of, & Spanish word:

{3.29) . . . I don't know. Ento-n then he- es que he= he- (c&mo
se dice? he- bebfa mucha beer. . . . (CB 11f)

The first switch to Spanish, ento(nces), is cut in mid-word.
The switches from Spanish to English are all smooth, those from English
to Spanish marked by cut-offs {(he-).
. ¢B also used longer average Eralish sequences than PQ. Here we
define an English chain as a sequence of two or more complete English

clauses in a row. CB's DU had 8 English chains and 1 Spanish chain.
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PQ's DU had "' Enyllsh chains and 15 Spanish ones. Table 3.14 shows
the average chain lengths for CB and PQ in both Spanish and English.
Table 3.14 Average Chain Lengths in Spanish and English of

Narrative DUs of DI-2 for CB and PQ.

c8 | PQ

average chain length E 8.5 (Nié) 3.9 (N=1h)
s 2.0 (N=1) 4.3 (N=15)

Finally, CB shows some smooth Intrasentential shifts; whereas PQ
sHows smooth switches only between clauses and phrases; e.g., in the
following example CB switches for more than one word inside a complex
Noun Phrase:

(3.30) . . . ella es la mds consentida que nosotros los mds big
OoNES +« » o

The overall conclusion is that CB showed more English discourse
ability than PQ. Aiéﬁaugﬁ they had differed by 4 pointé in 1000 on the
LAS English measures, CB consistently used both a greater percentage of
English clauses énd longer Engiish ¢hains than PQ.

It must ba emphasized that the code-switching patterns of both
speakers indicate Spanish dominance only In the differential rate of
-ésitant switches by language. Smooth. switches do not- indicate lack of
ability in the language switched from. In PQ's case, it was evident
that other switéhing patterns were developing épart from trouble in
expressing the same thing in both languages. Thus, for example, three
of her four English req;ésts (for help) followed an utterance in

Spanish, while all her Spanish requests followed an utterance in

English. The language of the request varied between how do you say and
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topicality, to an off-topic act. This Is a functional use of both

languages together, not a substitute on the basis of abllity.

It was mentioned above with respect to a comparison of AA's and
RM's behavior in DI-2, that RM's switching corresponded to greater
discourse ability in English than AA's maintenance of English. This
differential is also seen in the third member of CB's 7roup, RR.

The third member of the group, RR, bf&&dééa only one DY in
English. 1t was short. She never switci..d or overtly requested help,

(3.31) RR: By m- my mom sald that w! :~ “ien | was little |
v would- I- | was- | want to -u: =
PQ: only wash the dishes
RR: only wash the dishes; and then my mom said when you
_qrow bigger you not gon' to wu: uhm

Euai to-  to like to- wash
CB: {to like to[llke [ ,
PQ: to- lL_to wash
RR: [:herdishes

CB: di-

PQ: [9ish

Our impression is that CB and PQ judge her not to be competent
anoigh in English to speak without support.

The English cc-e linguistic

ahilities of these three speakers
<
will be discussed in the next chapter. N\

.-

The help-pattern offered by PQ and CB is

3 mjﬁiscenf of AA's
"speaking for™ PA . ectinn 3.5.1(1), example 3.1} ntovei{\'?his pattern
‘may be quite general among Mexican-American children. Car;33co et _al
kiégi) note that in 5 classroom context a Méxican-hﬁérican anchér was
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much more tolerant of such turn-taking violations for assistance than
an Anglo teacher dealing with the same children, as If to Impiy that
such interaction is more acceptable in Mexican-American culture in
classroom contexts.

(3) Age of Arrival 0-5. The only Spanish-preferent speaker in

PQ's), his behavior can be shown to be an accommodation to the language
choice of the other speakers. OM's English discourse and core

linguistic abilities will be discussed in the next chapter.

3.4.2 English-Preferent Speakers: As noted above, English-preferent

speakers were found only at AOAs below 8, and at an LOR of 5+ years.

{1) Age of Arrival 6-8. There were only two English-preferent

ébiékéké I ACA 6-8 group, as compared with five Spanish-preferent
speacers.

AL 12f. Below are displayed the essential social data for the
three speakers in this group: :

Age-Sex | AOA | LOR | LAS-E | LAS-S | HLS|
T ; 5 s | St
HF - 12 ¥ 5 7 4 , 5° SE
VM 12 f 5 17 5 5 S
(* target)

A comparison of DI-1 and 21-2 shows total success in switching
P

her ianguége chqigef

DI-1 | DI-2
S| E| M S IME | M
AL 0| 9| 2 910 0
VM 0| 10 1 0 0 0 .
0 6 0 abs.enb_t 83
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As DI-1 indicates, all speakers in the session showed English
preference. However; some code-switching was already evident iIn AL's
speech. Although, as wiil be shown later in further detail, AL
generally had a highly developed English grammar and was abie to
mai-tain therlahguééé; there were still some cases in which switching
to Spanish féluawéa evident difficulty In English:

(3.32) fb; j; has like seats. Do you know Spanish?
" S

A.: there's ana silla asl, y como sillas de fierro . . .
no, sT, para de que se usan en de- para backyard.

In this segment from AL's house desc: * * It Is evident .that .
the switch to Spanish i's precipitated by : v in English.
(3.33) Tils friend of the boyfriend's girl . . . el friend dal
novio de la muchacha . . .

In this movie déscription AL has trouble connéCting’thé,

switches to Spanish to solve the problem: It is evident that she

wanted to say the girl's boyfriend's friend (or the friend of the

girl's boyfriend), which requires compiex laft embedding in English

Nas a simple right branching form in §panl§ﬁ§ the friend of “he

boyfriend of the girl:

In one case, the switch, following an English cut-off, is
evidently precipitated by a momentary competition for the floor, as if
on the conversational level she felt more able in Spanish than in

English to challenge WM's turn.



(3.34) VM: shs nad baraly got something que le habla

. e

reqa‘ads She had it in there [q-- n-- _ cuando
AL: - o ~ Llshe hit - le pegd al
VM: [ :uado §h- she wanted to get out . . .
AL: [gl_gychacho;

VM kept the Floor, but AL's switch sppears to have affected WM's
language choice as well; so that she switched to Spanish in overlap.
with the incoming stimuiué of AL's Spanish;

in a few cases AL's switches were smooth wi thout any sign of
trouble in English, but Simpiy as If her Spanish were just beneath théh
/

surface of her English. »

(3.35) the first chclo in the whole wide-world is the zoot-=suit

pero &(1)- he was- he wasn't :hose kind of cholos there is
right .now.

 preference for English both in Di-1 and the PC. Her teacher reported
that she uses both Spanish and English among her classmates, but could

_ﬁét»be;ébetific on her pattern with her closest friends in school, or

Our conclusion is that there is\a strong bias toward Engiféﬁ'
among her peers, all of whom can speak 8panish as well. Howe§éf; her
bias s&éms jess than her peers; who are also habitual friendé; and she
more readily switched to Spanish in DI-2. She was the one speaker who
decided to mix in on-topic speech of tﬁé PC, to the disapproval of VM.
Her core linguistic competence in both English and Spanish will be
discussed in the next chapter.

We conclude by ﬁééiﬁg that she shows only slightly less
sensiti.’*y to the separation of Jlanguage by situation than Hér peers.

9;i



TS 10m. CS is an especially intaresting case In the
seli -suppression o; Spanish, only hinted at In AL's behavior above.

Ih both DI-1 and DI-2, €S produced no Spanish or mixed DUs. Hls
group, which consisted of habltual peers, all showed Engiish-preference

parformed on-topic in the PC, and then only in English.

Below Is a representation of the characteristics of the group

and a display of their language choice in a conflation of both Dis.

Age-Sex | AOA | LOR | LAS-E | LAS-S | HLS

T
cs 1om 6 5 3 5 S
*IF 10 m 0 10 3 5 S
JB 11T m 4 7 5 5 SE |
. DI-1 & 2

JF
JB

Although both CS and JF showed avoidance of Spanish {and J8
showed more mixed DUs than Spanish ones), CS is most extreme In this
behavior.

(3.36) IV: (to CR) (Cudntos amige: tienes afuera de 1' escuela, ?
JB: Mm, dos docenas. f
JF: Dos (laughs)
CR: Two =
IV:  iNom3s dos? (laughs) iEs todo, eh?
CR: Or three. Yeah, three.
iV:  iSon Chicanos o ué?
"h: Ngy they're mméricans. . )
TV: They're Amnericans, eh. ;Té gustan los ,mericanca?
CR: Yeah.
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It is quite clear that CR understands Spanish, but he
consistently answers In English. Hls behavior 's the reverse of 5G's
usual behavlor In answering Engllsh with Spaiis- ,:f, above section
3.ﬁ.i(i)). However, unlike a reverse of S0, there were points In which
Spanish protruded, .-i- though not extensively enough to mix any of hls

\

DUs.

(3.37) My brother, when we ate - we ate arroz, not arroz_pero yk-
can, like, yk like; well, soup, not with-not dried, not

arroz dried : - : yk that gots like water, something like
that . . . then he had the pancake.

The few passages 1lke this, from a recipe DU, éSpéciéiii in the
momentary fallure to suppress pero with but indlcated that CS could not
only understand Spanish; but speak it as well.

in order to maximize conditions to obtain Spanish DUs from CS,

he was later put in a session with two totally non-English speaking

LQ 12 12
(They had not been tested by LPAl at that point:)
CS spoké Spanish easily to the peers: However, his
English-preference still surfaced in some instances when addr=ssing the

inter.i1ewer.
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(3.38) 1v: &Y tu nunca has fumado cigarros? INO”

CS: Only a little bit when my grandme te'!s me to 1ight

B ~ itup or-
IV: (lpara ella?
€CS: Yeah.

The inability of the other speakers to understand English

resulted at times in requests to the interviewer to repeat what CS had

said in Spanish; as if they were aware of CS's pe’~onal preference for
English. However, CS came to accommodate to them, and in all produced
nine lengthy Shivish DUs. The following example shows a switch, as if
remembering that Spanish was wanted.

(3.39) have you seen that littie thing that instead of- pa- para

que no fumen no m3s lo agarras y te lo comes?

This session demonstrated that CS had well develcped ability in

prirciple: Don't speak Spanish unless nacessary, where necessary; in
his case, means--in order to be understood by gll other participants to
the conversation.

The avoidance of Spanish when possible is evident in a number of

the AOA 0-5 English-preference speakers. This extreme sensitivity of

language to sffuétion has been further Bstéd among §oméANathe AmérICa;h
groups: Thus, Alpher (1980) resorts on difficulties in testing some
Sioux students for ability in their first language due to their - .
reticence to use the language outside of restricted social contexts.

(2) Age of Arrival B-5. The AOA 7-5 group was large, and with

one exception noted above, was English-preferent.

9,
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In all; DI-2 revealed a great variety of behaviors ranging from
those who could not speak éﬁahish at all (all born in the U.S.) to
those who spoke both willingly and ably.

Ih order to discuss these speakers in greater detail, Table 3.10
below is further broken down to reveal the difference in patterns in

DI-2 between those who produced three or more Spanish DUs from those

who did not.

(*The four speakers reported as No Spanish on the HLS have been
removed from this display, alorg with the total of 2 DUs which
contributed to DI-2 in Table 3 '0.)

- ) DI=2

No. of [ ) -

Speakers S E M
Produced 3+ i S
Spanish DUs 7 53 8 1
Produced B -
less than 3 9% .5 21 16
Total 16 58 29% 17

The resulting breakdown shows that most of the Spanish DUs in
bi-2 were produced by seven speakers; and most of the English and mixed

ability in Spanish produce very few mixed DUs. Altering the situation
from Di-1 to DI-2 was sufficient to ellcit extensive discourse ability
in Spanish. The -resultant behavior showed a strict Sépérétion of

languages on the discourse level (I.e., no éngiish clauses).
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The other nine speakers show the sensitivity of thelr language
_choice to the change in situation of increasing primarilly the number
are discounted. In that case, iﬁéf are the mirror image of the AOA 9+
Spanish-preferent group (ref. Tabie 3:10 Engiish 13-Spanish=37).

in the case »f the Spanisti-praferent group; there is evidence
already discussed, ore to comc; that indicates that avoidance of
English Is based on the nature of their English: This reflects on
thelr English abilities: $0 highilghted a possible underlying social

constraint based on fear of ridicule: Other sp»akers showed their
limitations more directlys On the other hand, the AO% 6-8
Eaglish-preferent ipeakers have shown relatively gréat discourse
ability in English without 1lmitations in discourse ability in Spanish.
in this case, the situational constraints on Spanish are o tansive
without implying lack of discourse abilities. Thus, thére are two
polar choices for iéngUégé;préférehcé ih DI=2:

1. Lack of extensive discourse ability in L.

2. Extensive social constraints on choice of L.

The two choices are not mutuaiiy I 111 may occur

i-dapandently of esch other. Ir the cas: - ~ ., #.g., Cholze 1 is
evident in the absence cf .. oice 2 for Engiisn. in the case cf C$,
Choice 2 occirs without éﬁofce 1 for Spanish;

For the AOA 0-5 English-preferent speakers, the choice ic .t as
clear until the core if%guiéticé level is analyzed. H&ﬁéﬁé?; thc
mixing and switching phenomena can be compared with that found in other
speakers. Two speakers give especially abundant'déia. They are
considered befow: o
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Age-Sex | ' AOA | tor | ip-t | tp-s. | ws]

R iz m |00 12 | BINL=F| == | SsE
J8 1. m | 7 | Las-3 | Las=s 5
) . . . A.; l\ f

Both speakers were in groups in which Spanish was understood.

: HOWevér, in JR's group, one. speaker, RH (sectlon 3.4.1(1) above), was

" also Spanlsh preferent.- All others were Engllsh preferent. JB's group

,,,,,, N

uncluded cs (section 3:4: 2(‘) above) . _ \*&\
JR-12.m. The DU behavlor of ell parttclpants in his group’ “in
' D1-2 are given below. S R .
Ql:2

- | s |E | M | :
Ri1zm 1 |2 |7
RM 13m 3|0 ]'C

.\ . MG 12 mx 3 1.0 | 0 ;

(*HG replaced AP for thls Sesslon, ABA 0, LOR 12, BINL E P, HLS

! \
| .

'

J

While hls peers did notﬂnlx DUs, ‘but kept them in Spanlsh JR "

sk

L]

showed extreme mixlng and swltchlng ehavlor. Unllke RM, who, as
‘méntioned above (section 3.4. i(i)) wquld start DUs in Engl ¢ h ‘and
I

,‘swltch to Spanish after enerclause, JR frequently mixed from both:

dlrectlons, and in elther dirééiiéﬁ o>¥en maintalneébthe lnitial'

b

Ianguage for twe or more c]auses; v
‘. '
1

LN . , .
(3.40)- Yeah they re,somethlng llke that but they- they' Te llke

' Vanns (brand of sportshoe) but no tienen eso azul, y 'lt,

man, estSn muy bonitos : .

-

‘The above passage ;ﬁaag's‘eara-iaiEiai switch from English to

Spanish, and-only smooth switches throughout.

~%

g
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H— -(3.41) Nos tiene coraje X (- a teacher) Manj—xmhazes—usyﬁmanfgwt -
Lo hate X too . . . | hate m all aroudd. Me caé bien gordo, AP
mantffls”maqlryo no me gustarfi . . N

; ‘ o The above passage shows a one clau;; ;urn-lnltiai ghlft from
.-L:‘ Spanish to English. As in (3;#;1) abové: only smooth;syltches occur; - ;
A 1n one of JR's’ lengthiest: BUs; he began with a clause chain of .~ o
3 122 clauses in Spanish before” §wltchlng to qullsh for the Féﬁiiﬁiﬁ§.8 \
clauses. | X
(3.52}{ < ¢ .y nos subimos arrnba y sabes de esas campanas, we - /
tied it up n we ran . . . ./'
: cﬁéiééié?i§tiééii§; JR?s switches are smooth in bo th directions y
indicating no dominance pattern. ] : | ';' ,
2 An énal?éis of Jg'é'Féﬁf iéﬁééEé bﬁi,‘tenvar more: Ilnes, shows

. ¢ the average chain kength In English and §pahlsh,.and the percentage of
complate clauses in both languages out of total complete clauses.

n' [ ~; . . ] - . '~ ;
SN | - ' Spanish | English | Total N|
.0 6.4 | 6S/5E
46 | 0.53 | 7

L . Average Chain Length:
Percentage of Complete Clauses

OU’H

mnx:ng behavior. Most Iikely there is a social basns for 'it,
. : /'

considering the interviewer's request ‘for, Spanish; along with the = | .
ability of his peers to understand English and his own |
Engltsh-preference (&éﬁéﬁEEFéEéa in DI-1). His core linguistic

‘abilities |n;SpanIsh and English will be discussed elsewhere. | ' '

... - o8s
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L B 23| 5
: JF 1161 0 ;
cs 01N 0 .
In contrast to JR, " JB showed dif ﬁiulty in English’as a reason . -
. ) './ ‘ .

.
.

for many SW|tches,
. n then the window got broke n - esteu1c3mo se dice?

(3.43) . .
. ' el este-

’
— _ ;o

He was .most explncit about this in the recipe.‘ ‘
First, | put uh- en—espandlglogdigg:porque no se. decirlo
en_inglés . . . Prlmero yo_poggoﬁcasuela, y Iq;gg . .

:éi . .
JB follows the same pattern ;é“ﬁﬁ, beginning in English and

(z;m

The swltches tend to be hesltant. Howaver,‘

switchlng to Spanish.
unlike RM, he often maintalned English over a numberfof clauses and
. .

produced some exclusivaﬂy Engllsh DUs (as.Jn Dl-l)

cthérsaiionét:iévéi, in tHe Foiiowihg segment, when his right to the
floor was thre@tened by the other speakers.
. . ‘

S
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o e e : . ) - ;i
. (3.45) Vs Hey, JB, do you know how to drlve? : D
- . JB: No way! o , . e
- 0 (but) ¢ ¢ o . ' . Y
Lo : JF: | have. 1've had [-I've had to drive a car. _ ) B
- WJBs : Yeah; | have 2
- ' CS: So [have I. - - .
JB: Me too. Yeah. - my Had's. .l I
;ds.gwguﬁha,g,, + ' LYeah |- - ¥
N es. ] Hy l]nC‘e 5’ ¢ * z
. JF: ‘una- Yeah;, my uncle's and my dad's. .
) : ) .JB: 7i77i always t- ah mi pap8 siemp re. me :
.- o [d[le va aprender el carro e e e S1
' JF: [When my uncle -- a
- I i,,, L R : ) . . - ) v
Despite the overwhelmingly English nature of the peer :
‘ . . LT I e PP OAE Bosita - ‘7 I C L L g1 ~ -
interaction, JB shows a cut-off of English in his switch to Spanish as > o
he launches his narrative on driving (| always t- ah mi papd siempre me .
dije . ¢ ). . . : o - L i : .
JB's. language preference for English is evidently conditioned by S
! . ) ) - .
o A - o oo ST s o
fthe same prefergnce among his peers. However, his mixing pattern is, , oo
that of a Spanish-preferent speaker.' . e e
j JB represents a transitional case between Spanish-preferent. and h
I ) - A
English-preferent. speakers. His AOA (4) and LOR (7) are typical of
"English-preferent speakers. fiowever, his discourse éBliiEi'iﬁ'Eﬁéiiéﬁ =y
d~ _ :
is less than secure. - In:the next chapter it will be seen that compared ;
. L 8 e s .
to the other AOA 0-5 speakers his Engllsh corg linguistic abilities are
/' ' also underdeveloped. . L. ’ G
’J . . p
3.5 Conclusions About Language Choice ‘ S “
S L } ST SN S
: . '<The sample, as a whole, displays a wlde range of behavior,.both In
y the choice of peers for inciusion in the discourse interviews; and in
R é the discourse abilities the speakers exhibit: 0On the whole; language
) _choice, when not explicitly controlled, is influenced both by the
i ‘ . ' s _ _ ., » . R .0
i -'. i lénQUé@é'ébilities and the composition of the peer group. With regard
) - . . 1U'U ..... _
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to English, a majority of the speakers show a re[ationship between

*

anguage choice and linguistnc ability on the discourse level. with

rd 'I
N

‘clear.

Those sBeaEer who display the least ability in English maintain
English with great effort marked. by slow tempo and hesitation, or by

r

llMltlng themselves to minimal English utterances’ of one clause or\

less. Those with greater ability swltch to Spanish when trouble arises

[l

"‘,nn English, in view of the Spanish-understandlng abilities of their .

interlocutors; They may switch back to English when able to do SO

smoothly; Those (emong the samplei with the greatest ability in ;'h

.

Engilsh maintain English at a faster tempo and without as frequent "

'hesltation. They may even switch smooth to English in Spanish
discourse, given the English-understanding of their interlocutors,

without this being a sign of problems in speaking Spanish.

attributed to differential language abilities in both languages. The .

nature of the knnd of switching must be taken into account.i Smooth and

hesutant switches must be distinguisﬁed. ’

° -
r

/ By the same - token, ‘the strict maintenance of separate languages

/ .

cannct per_se be taken as a sign of relatively great iinguistic abllity

in either language. On the one hand; some Speakers may separate

languages. ‘On the other hand; some speaRers maintain one of the

-~ -

for which the,undérlying cause is-qgigentlyjiimitations of ability in
that'lanﬁuage.’ Hesitant code-switchers inéicate‘abilities in Ez which

w . -~

: i— .’ .

g

[y
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‘. : <. o . . ,
are greater than those oF speaRers who sustain Lz, but oniy with great
p . . . N - w . e
7 effort and frequent hesltation. s ‘ : . o
In order to determine the reiatlonship of discourse ability to )
_ ‘core iingulstic abvlities, to further eiucidqte the differentiai
T . N
- . . effects of -s’ociai context and language 'abllitié‘g on di’s'c’du'rsé and
conversationai behavior as exhibited in this chapter, the next chapter B
) ’rectly anaiyzes core llnguistic abliities in Engilsh with reference _ L%
to Spanish where enilghtening. - ;/f;‘ ' N ol
. ! : . ‘ . v . 5
N - . ;. . N . ) . - ';' ,r N . ) ! .
. ' ¥ , . ’
) -~
; . . -
S PO ~ ) . . ,
. .*; :.
. . . ‘ o
| \ . . .
. ; - .- 4 s s
\d v .
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{ . ' . .
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EHAPTER h. ARALYSIS OF CORE LINGUISTIC ABILITIES §%

" This chapter dlsc sses, the core llngulctic (or grammatical)

aB|llties of the spealflars in thls study. As mentioned in the.flrst T ..

’

;chapter, the analysis of-core llnguistlc features departs from the C
tradltcon of error analysls based -on contrast wlth standard (wrltten)

Engllsh, prominent in most educational and developmental studies of = = - 1“3
second‘language speakers of Engllsh. Although the relevance to -
standard EAglish, the language of the educational system; will be made

explicit, the_primary purpose of thisichapter is to ldentify the target

. varieties and sources of the English systems used by the speakers. .

These concepts are discussed below. : . i o
" . 4.0 sociolinguistic Concepts - S e

Targets. In the rest of this report the tef; targets ls used to L
réFer t%\theevarletues of language that a speaker uses as a model for |
hus/her own language.* I*gre are various possnble targets for each

speaker, as evidenced by the varuety of language behav;ors found among

I .the peers. ;-

A griori the targets may be .the language of peers, parents,

- - - S ,,\- - - - -
teachers, any and all combinations. They may be separated into

! ,dnstvnct‘systems or they may be composlted lnto a slngle system., So * .

far it is clear that Spanlsh and Englcsh are separable into distinct f

systems for all-the speakers studled Each speaker produced DUs in one f:

‘ exclusive language at least, most in both. . ;
P Within English, varfous Eggmg are found in all core llngulstlé - i

components--phonology, morphology, syntax, lexlcon. tiﬁgﬁﬁéiié-ﬁ&?ﬁg

are here defined as features which recur within the spéeéh of the same
~

;




- ' . ' s
» . _ o r _
speaker and across various speakers. Many examples will be discussed

in this chaptér. * The more general a: particular norm is among the

sampié dopu[atjon; the less problematuc the target is. It.is
, T o 3 .
everybody's target; or more speeiflcally the target of the entire

specnflcally Mexican-Americans of the late preadole5cent age group of

[ower than'middle SES in the Los Angeles area, or a more general

communlty including this one.

'Where the norms have -3 more restricted d|stribut|on wlthan the

sample, the strategy of analysis begans with d|stingulshing the

with the data discussed in this chapter:

speakers.' I
?he llngulstlc norms analyzed are taken from the peer sessions.

In a few |nstances, some of the data from the LPI are also discussed.

,,,,,, \T_b/ 4

These data wil |dent|f|ed as sich. Eor the most part, the data of

. e - - - . PNl
the LPI will be discussed in the next chapter; where they\are compared

~The data dvscussed in this chapter, d% conversational tnteractf”
involving peers, haVi been shown to derive from.bEFavnor approxnmatung

haturai behavior (section 3.2). As such, it invites eambafison With

In bartlcular,-the comparison involves the issue of the sources of the
linguistic norms and the systematic relationship of the norms to eéach

other.

/

\

oy
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-Sources. Sources are .identifiable language varieties that may
_ contribute linguistic norms to the systems used by a séeégef; The
follownng Identifications are of concerns.

Standard English (SE) This ls the language of the'séhééi; and,

- -
- e

according to various socnollngulstlc studies, the set of norms which

-

~are more likely to be produced by mlddle class populations than by
'] N ¢
jower than middie SES populatnons (cF taboy; 1972; Shuy et ai; 1967;

Wolfram & Fasold, 197h; TrudgilT; 1974):" They are distinct from
non-standard Eaglish norms only for specific features. ~ 5 -

uon Standard EngJLsh,(NSE) In 5Fin&iﬁiej this includes all norms

: \
5wh:ch conflict wnth the stafidard: Many examples discussed later are

\

~represent the continuation of an Engltsh—speaking tradition that ‘I

w "

relatively unaffected by the |mp051tlon of or changes in the standard

- Others are spec1f|c to partrcular areas and/or ethnIC«groupsa
They represent innovations that have not affected the standard or other
communitie§. ¥ ‘ v

A1l NSE norms can be further ciéssiéied as stable or unstahié.

Stable norms are norms whnch are known to be maintdined by |ndivid05i§;

. —

and transmitted to sUcCeedlng generations. Unstable norms are those
which may change w:thnn the |nd|V|dual and/or -are unlnkely to survive

the lndvvidual Speaker of partlcular concern are :nstapllnines caused

by developmental factorS'béth within Firsgaand second language.
ii}has not been a focus of muth study before now.

The age group 10

Although it lies at a crltlcal point between the more studied younger
children and adole5cents, ﬁpr various reasons, ?ttentlon has not

Focused;dn this group. Consequéntly. we kiow littlé about thé speech
; A ‘ i .2

—
i~
wd |
=1
X
|

[N
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B behavlor of even monollngual Engllsh speakers at this age, beyond what

e we expect frdm younger children. )

Wlthln second language developmental studl@s, the problem is

:;compounded by comparlson with development of the first language. A

particular |ssue |nvolves transierence—of norms from the first. language

'to the second versus the adogtlon of other, perhaps unnversal,

~

strategles for developlng a llngulst-c system from exposure to the

s second language alone. This widl be elaborated later for speclflc '
.;fg;iare's.

NSE;

1. Eommﬁnityfﬁorms (C-norms)| Those varisties of English widely

spoken In the community by fluent speakers, whether

monollngual or bilingual.| They are stable.:

ST - ¥ '
2 /2, TransEe: Norms (T-norms) _Norms dlrectly transferred from one ;
' Tanguage to another by individual bilinguals. They.do not

- ‘ —have a stable soclal basis. .

3. Devel ntal _Norms (D-norms) Norms which may characterize

the language at_a certain stage of development: because "of

- . age-group or AOA, but are not generfal to more mature

-agezgroups: They are not mature C-norms; and they are ) o,

unstable, l e.; they are expected te change:
= S Distlnguushlng these types of norms i's cruclal to evaluatlng the

Sourle of a speaker ' s language, and to Judglng yhether or not the

;n _ spEEker is Fluent or llnuted in English. N : 3 ' B , )

5.0:1 éare/i.i'hglstié Components

»

ln the folléwlng dlscusslon of core llngulstlc componentSp

- morg ggz and szntax will be the ﬁpcus of attentlon. These are the

two components of language which figure most promlnently in LPA! tests,

and the measures derlved from them.




For convenience,

here (see chap

+ 1 "Morphology:-

C

(

-

ter 1):

for English,=ths most Freqdently used

N

these core linguistic components are redef ined

e C

The processes of word formation; particualarly,

a Inflectlonal saffixes: .
\ v .
**** The processes of sentence formation; the .
* organizationof words ipto sentences and

intermediate dnlts,

i.ei, clauses ‘and- phrases..

Of the two, morphology has been larger an? more precisely

studied in the

literature:

The ﬁaFaﬁaiagieai 553&&5&&3 that will be of

. - \
concern are generally establlshed to be well devegoped among

monollnguals for

maﬁoliﬁ§u51§;

Furthermore

this age Troup, where they are e—norms for those

| g

) there is little: posslblllty for transfer

of morphemes to nouns and verbs is a property of ?oth languages.

{

s However, the shape of the suff(xes -and their uses difrer. Eor.the :

-

. Elura of nouns, the two languages are most sImIlLr, e.g., Spanlsh

zapato +s/Eng)

- possessive infl

for person and/or tense.

ish tomato +(e)s,

lection for nouns.
: -

Spanlsh however, does not have a

/ |

/ - _
In both language§7Verbs are inflected

Person inflections a#é used in all tenses in

Spanish, but are much more restricted in English. * Tense inflection is

\

» QUiEé d.??

ent in form in Spanish and English.

o

Only in Spanish Is it

conditioned by sub ject- verb agreement as well (except minlmally for the

past of be in
Syntax

English.-

many cases, however,

features, 1. e.

Consequantly, the 56§§lBiiltRés

-Engll:h);

shows a great deal of similarity between Spanish and

; C-norms,

for transfer are- greaterm fn

¢

multlgle soui‘ces are available for syntactlc

~

L]

_sources. It will be most notable that al hough most well- knOWn

. \ \..;:

Al




ez - L L

~ N f
N .

the organization of these structﬁres in discourse ls often different
I from that of the standard ianguage;_or what might be<expected of more
/' mature speakers. ‘Thése may in&icate a developmental level (D-norm),

rather than a more general mature community norm. (C-norm)

; ~ The following analyses are addressed to two primary - questlonS' -
: i{; Is the norm general to the sample? (Uhat is the nature of -~F§
: the Engiish spoken in the community?) : . SRR

i, If not,’ what aré its probable sources? (s it a fair
indicator of limited English ability or not?)

4,1 Sample
In the anaiysis of spontaneous speech it-is posslble to extend the __I.-
sample past the core sampie discussed in the last chapterk‘to include f _' B

creTae e ae e (PR L e e e

in one.or more peer sessions. This buiids uprthe data For any one ADA

{

group and allows a Further distinction between AOA 0 and AOA 4- -5, until

now combined into AOA O- -5. The sampie dIScussed below has the

v -~
following dimensions, -
. 1
. ! Table 4.1 Sample for Core Linguistic Analyses. »
: No. of ‘ N\ . i

ROA Speakers 3 < N :

. AN ~ &1
0 2] - . ,,‘\" ] -
45 9 » :
6-8 r.7 T
_9+ } 7 4. e

.Totai e ‘ ll‘i :. -
¥ /~ ‘
’ y
W .
-~ ~
: o L2
o 1us :
- ) .

) »
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: 'psychaiiﬁguistics as well: (Brown, 1973) ?

s 1N

o3 . o
: ] N o o
This .is of- ﬁéji in ‘determining. the behavior of the group in i
general, where the data of particular speakers are rare for a.
pa[ticular norm. g oY
4.2 Analysis - :
 Once it is established that a feature is found for a particular -

speaker; it caﬁ‘se exanined for géaéFsiiEy in the sample for the’

partlcular speaker. It establlshes a Qisslhleﬁcontext,_ln which that

Feature-may ocJLr, whether or not it actually does on .any partlcuien_

. occasion. - This ]eadsrto varlable an§i§§i§; ?BF'ﬁﬁiEﬁ*tﬁe ﬁij&?

\ . . . - Y
quest-on is: Out of all possible contexts; EBW many times did the

’?éat"'e actually occur? This is a highly developed procedure in

socibiinguiStics, and has been extended -to developmental
. ‘/

. Recognltlon of possnble context is relatlvely stralghtforward in
morphology,ue g.» .

(4.1) My mom 1ikes to speak Spanlsh anhd
my dad Iakeerto speak English.
(BN—1IF200FXSS)

N o

8M varies betwsen use and noh-use of subject-verb agreement for
third singular (3s) subjects. In order to investigate her system more
€311y, it is necessary to know whether subj-V agreement is extended to

6§?eF 66F§6n§ as well, e; g., Zs, 3pl subjects.
(4:2) It hasn't come out yet.; It hasn tteame
in on ON; )
(DM IIMZOOPX S).

“~ DM varies between an unmodlfled and modff ed form of .the verb,

. where SE has a partuclplal form, in this case ”nﬁédifiea; fn\?dFEEEE:

‘understanding his system ltlls necessary to know whether he

1!)

A

i
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what was formerly lacking is an iﬁiiiiifﬁ or aipest lnflectloﬁ (cf.

- , : S :
i / | | B '
. . :

[ lo‘l

e —m e ————— — g -

unmodlfled and modlfled forms for the past; €.g.y does he . also say 17,
have eat and [ haveeaee7 '
In some cases, self-monltorlng of speecﬁ is evldent In
self-corrections (repalrs) made on morphologlcal features.- When a
repalr is used’ only the repalred form is counted. The repalr L.

nndlcates that/the speakef is aware oF the repalred norm and ‘considers

it apbropriate to ghe occasion, e;ga./

{4:3) “I sawed - | saw right here Dodgers - SRR
g (BR 12M109FXSS)..- :

w

° BR shows awareness 6? the SE norm for past formation of see, but
not of adverb placement. In éaﬁaarison with other speakers, saw Is
ctearly the C- -norm; father than sawed. On the other hand, non-SE

adverb placement is more generally found in the sample, e.g.,
(&;h}' I keep stlll hearlng about” It. !
N (BM 11F200FXSS)
Now note:
(4.5) ALl the Friday he- give us - he would -

" he would give us five dollars. -
. -~ (cB 11F20625$S)

(B corrects to one of the two forms used for marking past habitual

events (usete is the other). In sypplying aﬁvaﬁﬁFoﬁfiate auxiiisry,,‘
she,)s/uslng the same behavlor found among earlier AOA speakers. In

Ll
[ty
("]}
m

ise, CB saves the analyst from the problem of determlnlng whether
/

Wolfram et al., 1979). The repair Is useful i;\aierting the analyst to

110
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the prohiem of which possible eohtext‘is a possible source of
:. .
difficulty to her, ,
oo [
. The problem of possible context ks much more prominent in syntax.
§peakér§.o§uéiiy have a ééFiéEy of syntactic options in connecting -

clauses, or so lt seems out ‘of further discourse context. Ih'geheral,

structures recur more rarely in syntax than in morphology. The ahEéhce

of a particular structure on a particular occaslon is not necessaraly

\

T an und:catnon that the structure has not(Heveloped; To antlclpate

"3te- duscusslon, For the sake of lllustratlon, note the Followcng‘-

(4.6) There's one that Ilves inmy ° ;
, street too. -~ |
- - (es 11M1063555)

CS joins the two clauses by the process of relatlvlzation.

(4, 7) There s some guy, he ‘has Nikes : : .
v (JR 12100FXSE E)

in a similar context JR HOes not syntactically conjoin the

Eiéd%é%; Boeé,this mean JR has not developed Félsfieiiéiiaﬁ? The

answer will turn out to be that it does not meah that. Does. It mean
then that JR has not developed relativization in this context? This

will be further dleussed in the section on re]atuvizatlon.“.

\ -
4.3 Morphology

Horphology has been much attended to in studies of both first and
second language acquisltnon. -Especially in L2 acquisition, the notloh

of a natural order of acquisition, apart from language Sackgroﬁ%a, and

mirroring the order of acquisition by monolinguals, Is widespread and

documented 1n many'§tu§ie§ (EF artlcle in Hatch, 19783 Kr;shéh &

"Scarcella, 1980). This hotioh Is partlcularly altractive to the

- .

" evaluation of stage of development of Ly, since. if acquisition of one
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feature {mplies acquisition of anothér, that one feature alone can be

taken as evidence of a stage of development at which the atﬁar é@itares

have already been acquired; This would simplrfy dlagnosis of stage of’ : s

. development by reduclng the total number of featuﬁes ejE’lned Before

-reach|ng afconclusion. Although thls ls an ldeaﬁ, the vldence ls not

totally cOnclusive. One artlcle d?;cussing a number of studies shows o ”;} _l ;fﬁ
that fg? a group of Spanish and non-Spanish speaklng adults in a New |
York City ESL.program, the order of acquisltlon was much more requiar
i for- the Spanish speaklng group/than for iheéﬁon;spanisﬁ speakin§
“(Balley et ai;{ 1978:  Fig. 23:i, p. 366). Anothé}-comparigohlar four
‘ dufferent Spanish-speaklng groups in the same artlcle, shows a great -
difference tn the rate of acqulsition among the groups, although o _ﬁ. S %§£
; Felatnvely minor differences in the order. All groups were in the §- 8 .
5§é range, but the East Harlem group showed the least development. The
authors speculate that this reflects a Black English source dialect -
(nbnd, p: 367), since many of the features tested are known to be _

non-occurent or of low probabillty in the vernacular of the nelghborlng

and overlappung Black community. "Thus,; neltherrlanguage background,nor
: f

Do e e e i

the influence of neighboring communities can be dismissed out of hand
in studylng theé acquisition. of morphology (1et aione any other corf
llngutstlc component). \ R : ;
3 ' ' / i 4
For the present sample, detailed analysis will be restrlcted to
‘two specific morphologlcal paradlgms. oo o~ j!
i. Subject-verb agreement, and o /

~ '
2, Tense morphologY;




A
e

"]: KC P ,,,,_,,,,.,,,,;;, et R SR

wll Toxt Provided by ERIC

' speakers.

'iﬁ,j;ir Subjcﬁt-VELbAAQIEGMEHt ‘ *

. dlafecﬁs;

" only TR

These processes will now be - considered'by AOA group.
ﬁ

. There is no variation. It foljows that the-3S C-norm for these

107
] oA . o . ' .

These are both relatively advanced paradigms accordlng to natural . o

SFder studnes, and relevant to thé bghavior exhib ted -by some of the .

z : ' ,7‘

A%

In alllcases but on it refers to the process-found in SE, and most .

. e a

a present tense verb with the morpheme =S, if and

-

t of the verb is a third person ;jngular (35) : : ?ﬁ

\
‘.

A\ .

Agreement with the copula is distinct,~since the topula has three forms .

N

o Y
3 grammatical category. o

Furthermore, certain verbs are irregular. Théir forms are

modi fied when they submit to BS marking. The most common irregular
verbs in this respect é}e have, do, and s: x. -The verb do is Fdrther
nrregular in the negative‘forn1€on t with a modified vowel.;

Conslderation of this form int?rsects with consideratcon of negation. ' v . A
1™ Y ) e

. T /s

Two distcnct processes are.thus involved in 3S: . - B

. N
ls. 3S-marking (applies to all vérbs except the copula), and i

'v2: Verb modification: (applies only to frregular verbS)

¢ e

vNEgation and the past form of be will be considered Separately.

\ ’

. A0A o:' For this group, 3S-marking is/viptually always used.

communities isrnot distinct fﬁ%ﬁ.iﬁéﬁét‘ﬁarﬁs for this age group, .

- . : J . -

S R P O O S ST
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< - regardj’ess of whether the s'p'ea’kér iif*&noﬁoilnguai or biii‘h’guai'. " Thus, . \ =

3S-marklng=ls not only an, SE norm, but also a community norm.

[y

wlth re5pect to verb modlglcati?n, there are only extremely rare . L

. instances of-regnlarlzlng Irregular verbs. . Only tyo casés were.noted

without repair. Both were from bilingual ?aﬂg‘iés for whom only Spanish .
. was reported as, the home language. The I"cases aré too raré& to conclude

: anything but that lrregular,verb‘modl?lcatlon,ls used iin the community
- t . ! Ty U faly N
~ = In" thg same Way as in SE. . ‘,. o y T -
. A . » ) ,
T AOAﬂkss. 0} the nlne speakers tn thls group, only one showed

varngtton in- 3S-marking. Thls speaker Is JB In the'prevlous chapter’

£ e

. V> |t wa;\shown that JB is an English-preferent speaker wlth an exhlblted

4

limited d»scourse ablllty in English: He frequently produced hesltant, !

| swutches .to Spanlsh in his di cou;;e behavior. : N ,
: ~ C »
T J8's rate of 35S marklng was 67% (8712 possible contexts) The

. . 4

‘35 marktng applied only to verbs in 3S contextsp

- A characteristic p5§§5§e is:

tell_ him, that-means he 1iked m-
he llkes her.

(h;él he always say_ hi, or if tEE-ﬁlrl

-p

However, JB was the only 5peaker lg_,ﬂe’:ntlre sample who was obsérved
' eitendlng 3S to.tne main verb In negétlon. This pattern, called the
!Eer-3$ pattern, is exempllfled below, in thls case wlth a repalr.

(k 9) Maybe it doesn t works - lt doesn t work .
. . (JB- 11H10ﬁ35$$)

“A similar pattern for the past tense among speakers, and lts‘

possnble Spanlsh source, are discussed ln sectlon k 4.2 (1b).




’ - | \ . o -
JB's variable pattern ‘of 35~markhng applies to- both regular*and
: irregular verbs. The irregular]verbs (l e, have) showed the C;(agd g
SE) norm for moleiLatlon when marked by 35, i. e., has. SRR , ;;} 1” \
With respect to thls feature, JB glves evldence of limited core ' - ;
_. linguistic abllfty, when nonmed agalnst ‘the ADA 6 group:g”He is the ' |

flrst speaker engbuntered so far who shows a relatlonshlp between"{”

limlted core llngulstlc and llmlted discourse abllltles. . 'g

\

dB's behavior Is more characteristlc of the AOA 6-8 group, which

) also exhlblts the same relatlonshlp between dlscourse abillties and 35 ':g-:"
S AoA,é-é:' Of the seven speakers in-this group; five showed
_variation In 35 marking. The rest showed the community and standard ;
battern. ‘ ' ' f
?hé five speakers who showed ’vafia'fiaﬁ'wéré exactly the same ' S
spéakers who showéd Spanish-preference in the. prevlous chapter.r The ;{
other two showed English preference. Table ha2~beIow shows the fi
speakérs and their rates of 35S marklngs. :
Table 4.2 Rate of 3S-Marking for AOA 6-8 Speakers.
: ;f e LanguageéPreference:J" ; ";_ o ) »jé
"\§peaur,ﬁ!3&m e Total N | ih DI-1 - i '_;;é
‘</ cs 1im [ 1.00 | - - 30+ E “ f%
. Ab_12 f£.] ..1.00 , 30+ | E ;
c8 11 F | . 0.41 7 | S ! .
PQ 12°F 0.52 21 | 5 :
RR 11 f 0.67 6 | S ;
AR 12 m 0.85 27 Se |
m 0:50 - 'S

0s 12

As with JB above, all speakers showlng varlat#on “In this group

showed varlation only In 3s contexts. They did not.extend 35 marking

.. @J ‘;\Y » _.4-7
. . . . !

\,-‘1

;

;Ld"
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v to other contexts. ln addltlcn; when they tsed 35 marklng with. . -
& ' | ,
: urregular verbs, they modofled the verb according to the communlty and g -
o . . : . A A .
, standard norm. e LT ‘ ' .,f ' RN
- -+ c, " ADA 9+ of the seven speakers in thIs group,,only five spoke ln

' '{Engllsh at all in peer sessions. We will consider the pther two

speakers in the next chapter, in discussing the results of the tPI. of

the ngmalnlng fnve speakers, the data on tw0'are too rare to concern us

L®

Fi-*her, ' ‘

#he rates of thé ‘remaining three speakers are di'splayed below.
* . . . - i ’
Speaker |° 35 Rate | Total N
L@ 12 m 0.61 23 a

RR 13 m 0.67 6 - ' i
AA 12 m -0.38 8 o ‘ !

- 'ﬁoté;that.the lowest raté is for AA, tﬁe speaker who was most °
reluctant of the three to pnoduce English. AA's data consists only ‘of
regular verbs. N;\}Q(egular verbs .were producéd in his limited )
production of English; . N |

i GR gave ample evidence of patterning like the AOA 6 8 group,

restricting 3S marking té 3S contexts and’ using |rregular verbs as

would the other groups. « p' . 51‘

However; RM sﬁBWETE-BT??erent systeﬁitié use of tne'hive-hii
eiternétibn. Of those Instances of has, only one was in a 3S context.

Th dlsp]ay below shows that the distribution of the two fjfms appears

7 Sub]ect
S o singgjar | plural ]
’ ' " have 0 3
- has 3 ]
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Thus, i and you indace has forms: ,é
.. Possibiyj RM's system isbased on his was/were pattern; which | E
deviates from the SE pattern only for the second singular. RM's o
\ was/were pattern is not well supportéd in the data. Therefore, the oo
source of 'his has pattern remafns:problematic. )
o [In any event, RM's system is less developed than CR'S In the L
direction of community and SE norms. This is only evident by analyzing - é
his system for the irregular verb have. If-only, the 3S rate is 1
jébﬁSidé?éd, RM wauiq se;ﬁ/mafe advanced fhaﬁ’a-Sbéékét_iike J8, who ﬂ ) :§
_uses have in 3S contexts, but never has‘in other contexts. ' i
- None of the studies on L, acquisition repsrt this precaution. A’ ‘fé
. speaker might generalize 35 tb‘éii verbs or to all singulars, and . jE
appear to behave }ﬁ,a standard way'acCordiﬁg.go thgéé studies. The ;;
case of RM is the first example of the di?;erénce between error. :%
analysis as it has eVoiQed fh.Lz stqdiés; and the study of developing." ;E
: ‘ systems;,. ) - | . ..; _ :
" The evidence so far Indicates that full development of 3§ k
marking takes about five years for.AOA 6+ Within that AOA range there |
is no particular evidence that AOA more closely rglates to rate of o ty
scquisition: L g
The evidence siuggests that 3S marking develops at the same.rate -
. for regilar and Irregular verbs: For regular verbs; there Is no
evidéhéé_éér overextension iﬁyﬁergaeVéiapméﬁti to bérsb@sfathér than
35, even when it is in a highly variable stige; (The iowést stage of - -
&eveiqp;vnent in the data ér.e CB at a lil% rate, -é‘ndr AA at 38%) However,
| Y11y
- ']
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the absence of overextension may bé dile to the relatively high rate of

development and LORs of the speakers: - -

b

' On the other hand; there |s some evidence: that irregular verbs.

may be aaauyi;a'aiffefeﬁtpy at a relatively early stage of development

. (the case of ﬁﬂj, as number agreement rather than 35 agreement:.

4.3.1 (1) SV agreement with was/were

' Agreement with was/were was separated from the study of
' general 3S-marking for several reasons. For one, it applies to IS as

of English lack of agreement Iis genéral, the usual verb form being was' |

1-

" (cfi Wolfram & Fasold; 1974; Wolfram st si:, 1979).

iq our sample the standard pattern was most cammon, for most
‘speakers for whom there Is $u?ficieﬁt déié; including the AOA 9+ group.
In looking at ih{s pattern, the existential structure, e.g., there was

«_lotta people, was excluded, since this is most likely to lack SV .

agreement (cf. Wolfram et al.; 1979). Elsewhere; only three speakers
showed lack of agreement on any occdsion, Two of these speakers were
from the AGA 0 group; one from the AOA 6-8 group (CS, one of the twp
Engl Ish-preferent speakers with a totally standard pattern of

g 3s:mafg:ﬁ§); All these speakers varlied between was and were only for

N - S
contexts in which were Is standard, e.g:: -

(4.10) some girls that was with A n the girls _ /

(JP 12M100EXEE). ,
JP'is a monolingual English speaker.
Thé other AOA 0 speaker who used .was without standard
. éér;emeﬁiraiso shbWed;repair.bn_one occiéiéhi*éii the moré.impressive
because it involved th%lgxisgentisi,st?ucturgz o




(4.11) there was - there - there were these people llvln

ln a blg house :
‘ : (GH 10M1065SSE)

The use of was for were seems to be rare’ for thls age group

- e

'in these communities: As OMbs repalr suggests, It may be more commonly
“used in even fess formal contexts, but we have no evidence of this. If
s T & e

it ig, tHe speakers. are showing a general awareness of the standard

norm and suppresslng the naa-sgaaasea’saé;

- . i s

At any rate, the examples, both in their rarity and in =~
r\

eaﬁbéFi;an to 3S-marklng, show that use of was wlthouf agreement is not

»a sign of lack df abllity in Engllsh, but rather it is a non-standard

dialect form found among monolinguai as well as.blllngual speakers.

.

- i3 (2) SV agreement wlth“ﬁon t/doesn't

The use of ggg_£ wlthout SV agreement is another‘éill -known
"on-standard Englush form, and most llkely ls even more wldespread
* among menolrngualndnalects than was without SV agreement. Below, the
data by ADA group Shows use or(g'g_'n_'_g in'3§ cdntextsz
5 - |
Table h 3 Use of denet ln 35 Contexts by AOA Group.

o 1< Number of Percentage . Total N
0A Speakers .| _don'‘t 35. _ .| _ Possible ﬁontext
0 10 v 0:55 - 22
B T R -5 ‘ 0.1 - 18 -
6-8 .5 T 0.30 : 11
9+ 1 - I~ 0.00 2

The data, show no trend tawaia‘laeieaséd non-standard don't'
v : i
with increased AOA. lf' anything, the reverse seems towe the: case, ’s

if Iack of sv agreement wlth don't is a more advanced feature,
’ ¢

accord[ng to the,AOAﬁO norm. ) S ;

]
O
E

Y

’

Bl S
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It may be that the AOA 4- 5 group is mor e sensit:ve to the J
;
confllct between the standa?d and non-standard norms than the ADA 0 ST
. group: Théré is very Ijttle data from AOA 9+; therefore, héthlng can

Bé.ééhcluded for this gréup: Some studies héve_proposed that in- the
' éthisitiBﬁ of standard ﬁeéétiéh; speakers go through a'stége iﬁ which <

and agreement Forms (e 'g-; Cazden et al., 1975, see below sectlon

\

4.3.2(183). The sample in our study seems to be beyond that stage.

Later it will be shown that one Ebééker~in the AOA 6-8 stage_ -

has overgeneralized the use of doesn't: But this will be seen to be a N

reanalysis on the basis of tense‘ratzgr than person or number.:

4:3.1 (3) Conclusions about 35 Marking T ' \gg
...... ia ' 3S marking shows a regular pattern of iﬁéFééEiﬁﬁ use with BN
decre;sihg AOA. It also shows a Qery close correspondence to language

5Fé?éF¢ﬁce;angzafEZSU}sé:abiiity in English. The absence of SV . -._'f ??

agreement with was ard don't doss not fit into the pattern of T

3S-marking. * If anything, it shows a contrary trend. It ié"hOt Sfﬁn a

og limited core linguistic abiiities and must be kept distinct from the

pat:nrn of 35 marking. i -/ . o _ :lé

4.3.2 Tense Marking

. Tense marktng is a much‘mcre cpmplex process than 3$ marking,

malnly because of the much greater ?émber ef irnegulér verhs, SeCOﬁdly :
because of the phonological processes that militate agaihst the useé of
“ed as a simple segment, -t '37/ -d with regalar verbss,
. In the discussion aé tense marking the following major
/

v

‘ 3: | 1’ | o .-1;2%1_e

;]: KC B A o o R SIS
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1. 'Past,
2. Perfect, ag\ :

3. Modals pnd the Past Conditional, - .
4. The Participle.
The last three categories: include consideration of auxiliary
forms, as does the simple past In negative and certain interrogetive
contexts: S N
th the Iiterature on-L, acquisition, the Past has received the
brunt of attention. Discussion will begin there. [ .

Past

h.3.2 (1)
The marking of the past tense of verbs is a process common

to both Spanish and English, and it appears #hat the uses of the past

_ tense as a category are extremely simitar in both i§ﬁ§6§§é§ as well;
Nevertheless, it is commonly observed that when first acquir ing .
éﬁgiisﬁ, Spanish spéakérs; like speakers of all other language

backgrounds, do not mark Vérbsvﬁar the past. Clearly their knowledge

of the use of the past, even @aSed on Spanish, is of no use if they do I
not know the forms of the past. - . ; S | o
| In iﬁe;pfeseﬁi stldy, we hé%e much data ?romﬁmbsi speakers:

e - T s

on past-marking, much more than for 35S, since narratives and other past

e B e
R CENEIR DA P e

“‘discourses are among the most frequent and elaborate DUs used by the.

Vi
2V

ML

e

>

i

speakers.

7

In the following analysis hé_?éiiéw'tﬁe lead of most

develophental studies igaglstingulshing the regular and irregular

pasts.

12

2y
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" tenses.

'hréak:hroke. In a faw cases the relation

a. the : egular;gast ls formed by addlng

R
ed to the verb.:

If the verb ends ln an aElcal stog, be e.,.-t or -d; tﬁe,form of -ed is.

zllablc ad ln SE, e. g., started wanted. If the verb ends in

another volceless consonant the form of - ’d ls the slngle segment <=t ;

e.g.; looked M|ssed. 0therwsse, the form is the single segment -d_,

e.g., loved stayed (the usual form for the sample is urregular,

stood). Thus, when the form is a single segment, it is-often the last

studies have shown that in most monollngual dialects of English the

. last member of final cluéters'ls often deleted, althoﬁgh ﬁé&élﬂ} less

often when that member ls the past tense morpheme marklng a regular
verb than tn other‘fontexts (cf. Labov, 1972, Pe. hkff) However; té
-ed,absence from regular verbs endlng in consonants, or compared it

with sumplnficatnon of flnaﬁ consonants framdnonomorphemlc clusters, as

in last 1ift, act. TheFé{gre, no determlnatlon_can be made from those

studies about whether lack of the -ed suffix is a sign of a low level

- of acquisition or a:;high’rate of deletion.

in the present study, the problem of -ed will be discussed
later. For the mest part, analysis will focus on irregular past - (
) j

b. The |rregular‘gast is formed ln a‘variety of %?ys

depending on the verb. For mgsf Verbs, it is salient by the K

modification of the vowel of the root form, e.g., eat: ate, keep'kept,

totally suppletlve so that

0

the present and the past have no formal relation at all e.g.,v

am/is/are: was/were; go/went. These verbs are among the most
: R b )

Doi

,12

‘member of .a consonant cluster, e.d., kt, st; vd. Sociolinguistic
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?requehtiy used in discourse, and figure 5F6ﬁiﬁéﬁ£ﬁ9 in‘the data at

-

on a ;Béﬁge in the final consonant; e:g:; have/has: had' make: made.

Finally, in the standard iaﬁgaagé a few VerbsﬁenAing in =t do not

change their form at all in the past, e.g., cost, Iet, bet, hit, beat.

.The-only way these pasts are distungunshed from presents are by- 35S
marking of the present: |
_In the present data the most commorly used irregular verbs
are those which form pasts elther by vowel modification or suppletion.

In analyzing the data, all irregular verbs are considered
: 5

possible contexts for past’/marking. One caveat-applies: There is a

pattern of non-past marking of verbs in past contexts called the
"historical present" by grammarians. This pattern is common to both
Spanish and English, and has been studied ffisspoken‘éngiish recently
(cf. Wolfson, 1979; Schiffrin, 1981). The pattern is commonly used
among AOA 0 speakers, inciuding monol ingual éngiish speakers, e.g.: A
(k.12) . . . the monkey throws a middle finger

on m, starts goin [gesture], n after,
they just go wild n he had closed the

thing. Jam! N after they got all mad . . .
‘ (KR IIMZOBEXEE)

KR is a monbiingdai Ehgiiéﬁ speaker telling a story from a
movie. The first three verbs are in the historical present: The next
_two showja swiicﬁ back to the past. This is typical of movie '
descriptions, more so than of personal narratives in the sample. Note
that KR marks 35 on verbs according to the C-nofm (also standard).

KR's use of the historical present I In contrast with PQ's

vérfabie use of past marking:

i
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-
(4.13) . . . my father drank n he win . . . -','g

h whOever drink more beer he“won . . . v C o

(PQ 1- IZFIOGZSSS) 3

whlle the patterns of the historical present and

developmentally varlable tense marking are distinct; it is’ beyond the

scope of this report to discuss them. Instead, only those speakers who -

showed 3$ variation are also studied for variation ih irregular past B
“macking: Excluded from the count/is was/were;, whish are always used by . ;Hé
777777777 L =

all speakers. In the count, only irregular marking and unmarked forms

are included: Regularizations such as spitted (SE. spat) will be

discussed later. .
AOA L-5. Only JB shows variation in this group. He shows a A
AOA _4-5 ; , ¥
high degree of past tense marking, 82% (20/23 possible contexts).
ADA 6-8.
- . Rate of Total
Speaker Past-Marking Possible Contexts ‘
RR 11 f 0.60 5 w
PQ 12 f 0.71 128 $
CB 11°f 0.76 79 :
AR 12 m 0.85 46 :
0S 12 m 0.55 1 ;
AODA 9+ a
. 1
o Rate of | Total -
Speaker Past-Marking_ Possible Contexts
CR ‘12 m 0.66 . 90
RW 13 m 0.80 10
AA 12'm 0.25 8
BR 12 m 0.84 | 19

All speakers who exhibited 3S variation also exhibited -
Variation in past-marking. BR is also included because of his AOA,

although he gave lnsufflcient data on BS-marksng.

o 124 o]
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™

‘ﬁi this polnt we can compare the rate o; iiieéuiar
tense;marking with 35 marking: According to the iité?atU(é, the
natural order of aggregated children yéﬁﬁgéf_thah this sagfié and of
aggregated adults shows 3S-marking as a More. advanced process than

ifféédiék past marking. Figure .1 below confirms this?

~ i - o

Either the rates of application of 3S-marking and irregular
past marking are extremely close; or; as In the case of three of the
AOA 6-8, the past is evidently further developed. This Indicates that

a high degree of 3S-marking Implies a higher degree of the irregular

3

pasi; ) .
On cioser Inspection, however; the implication. is not so
tlear: To begin with, the past of be--was/were--was excluded because
it was already fully developed for all théEéISbéakérs, regérdiess of\\]
how deveioped other verbs were. Further observation® indicates that
thers are a number of highly frequent verbs, beside be, which are

extremely well.developed for most of these speakers. These will be

called core irregular pasts. They arg: go, come, get, have, say. Al

peripheral irPpgular pasts. ’
The following figure shows that core pasts are ﬁﬁEH:ESFé
highly developed than peripheral pasts for most speakers. 3S-marking

>

tends to be intermediate in development between the core and peripheral
pasts. Thus, the order of acquisition depends on which pasts are
-compared with 3S-marking. '

_/

pasts and 3S-marking is not clear, because these forms involve the
: ‘ ) _ Y :
development of different types of rules.

o _12§€;~"

AS

The conclusion is that the order of acquisition of irregular
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The rule for 3S-marking Is relatively Eegular,mwitﬁ-éew
irregular modifications; all of high frequency verbs. | .
0= s/ [3s subject] X Verb [Present]
] The rule for Irregular pasts depends on learning the past . ‘ 1?
form of many fndividual verbs, some of which occur much more ffeaaeﬁtiy
thag_others. v o " o
: It appears that Irregular past marking develops more quickly
AthaﬁVSSiméERiﬁdg but that 3S-marking galns on Pt because of Its s
féléif?é regularity, while Irregular past marking Is still dc.eloping
for more peripheral verbs. i
o " In the chapter discussing the results of the LPI it will bé\
evident that there is more of a "natural" order In the acquisitign of
specific irregular pasts than id*éomparing the irregular past with
QSipér%%hg. The development of Irregular pasts Is a diffusion rule,
one which pfbtééds in decreasing'probabfiity of apbjicafion from one
verb to the next. - .
4.3.2 (iA)  The Case of PQ -8
PQ shows a pattern of past verb negation which Is different
. from either the classroom variety (standard) or vernacular-used by
i English speakers in the community; including the peers who showed
' preference for English in Di-1 and PC off-topic speech.. Like these
other speakers she uses don't; dossn't and didn't as verb negators:
as a past tense negator, as

than didn't. Tgble hik shows the
present and past

€//,
well as and more commonly
1 B
) "

The distinction lles, in her 65& of doesn't
8i§tf35ﬁfiéﬁréf the three forms of véiB'ﬁéééiiéﬁ:in 7777777777 ‘past

contexts. Note that-both don't and didn't are distributed according to

AU E | |
BRI T

@
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used at the expenSé of didn't for the paSt.

N : |

Table 4.4 Distribution of Verb Negators Accordlng to Tense in

—a-—,.

’ - PQ's Narrative. 1 X .
don't | doesn't i' didn'tl
Present 4 l 2 l 0 ’
Past 0. 8 ... 2
Although doesn't is more common for the past than didn't in
PQ's English speech, she shows some awareness'that didn't is the past
form used by other English speakers. Thus; she shows some -
self-correction; always in the standard direction. - :
(4.14) . .7they (wene) working 1ike that, and then uhm . vE
and they doesn't-~ they didn't t,know « o . ' < g
PQ's case is similar to RM's case of bavelhas above ?g
‘Section h:b:1); In that she uses a feature.of English in a way which
is systematically different From SE. . For her, the form doesn’t is not
sensitive to person or number but to Eense. |
An error analysis which simply counts the number of didn't
for all possible contexts would not recognize the systematic o Lo ﬂ

distinction between dldn t and don t, or doesn 't and don't in PQ'

speech. N /‘\\\
\‘, -

4.3.2 (1B). The Réguiar Past N

As mentloned above, detailed a:\lxsls of the nonsyllablc
i

regular past, [ e., -t and -d} requlres phono i o jical analyses of flnau

-consonant cluster reductlon. ,On‘the other hand; the syllabic regular“
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expecting finai s*iiabie deletion 25 a phonoiegicai process among the
speakers.
| For most speakérs there are only a few éiaaaiéé of verbs - |
which take syllabic pasts in SE The most common verbs are want, /
start. The following table aggregates ‘the tcé&i use’'of syllabic -ed in s /ﬁ

standard’ Englush contexts ln order to approach a meaningful number ‘of

examples. Accordlngly, the compared performance for core and

peripheral irrégular pasts are aggregated Only éigﬁi of thégteh.

Table 4.5 Comparlson of Syllable -ed,wlth Irregular Past for
Variable Past Speakers. <

-

L4

‘peripheral syllabic core ' ‘\z)/[

“irreqular past -ed irreqular past : 2

’ percentage realized 0.63 ©0.73 0.97

in possnble context ' ' .

N: ' - 133 22 129 e

A For the gféep of variable past speakers as’a whole,
syllabic -gg is slightly more developed than the peripheral irregular
past, and less developed than the core irregular past.

: Ektrabdiatiﬁg a deveiopmeﬁtai coﬁciusibn trom this, it
- . appears that the Past develops most rapidly for the core lrregular v
7? past. ‘While it is spreading to more perlpheral verbs, -ed as a regular : - o

1
\

past develops. : ' .
There are some rurghér complications in past tense marking, -

both of a phonological and lexical. nature.

.§:E?§ ,lijéj
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for thls age level. ‘For qther verbs a C-norm may not have dévéidped at

tﬁis age. Verbs ltke’dream, dive are variabie for—reguiarity even in
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4.3.2 (181) .Eexlcal - >

' Within the core of past irregular verbs, doubie-m{rklng by —
the ﬁéé'a?ié_'& added to the strong past is rare. 'i'iiére is only one
example from one of the variable past speakers. g

(4.15) . . . then | hadded to explain it to her
1 (AR T2M207FXSS)

N +

HAnothgr:speaker, VL, AOA 5, characterjstiqaiiy doubly
marks went: : | | e .
| (4.16) . L they wen5§a4t6 their next door neighbors, b
T (VL 10F1053558) |
Although thé mechanism is clear, this form is

idiosyncratic to VL and has no bearing on her performance elsewhere in

past-marking.

Beyond the core, there is instablllty in categoriznng

RS i A

verBS'és~réguiar or irregular w!th.respect to. past-marking for ' . -

individual speakers. Thus, regularizations such as spitted, hitted, .

eestedrand bited (varying with bit) are found among the AOA 0-5 ’ {%

speakers : Thns is a lexical matter. All speakers géheraliy reajize

that a verb is either regular or lrregular, not both. Howéver, there
is some vartatnon in assigning .verbs to one category or the other. o ' 'fﬁ

p . it
Most verbs are too rare In the sample to assign a C-norm ‘ ,i

for past-marking to each verb. In general, %f appears that the more

common verbs, Including bit and bite, have the same norms as SE, even

SE. ' ' y
| /
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h 3 2 (1B2). . Phonological: The double marking of regular verbs was most

noted for AOA -0-5, e: g L S e

(Qal?) | thlnk they suspended: him bccause he le Nllkdld
' (DH 1IM200PXSS) -

(.18)n before, | |lkedgd this boy; His hame was J. | s
' (HF - lzrleshssS) 7 . 3

This phenomenon is relatlvely rare and appears to be

. comfined to early-bllinguals. It occurs where the #Irst past marking

results in a consonant cluster, e.g., walked, Iooked, liked: This type

of double-marklng has beeh observed in monollngual/dialects of English

where toleranc€ to flnal clusters is low, e.g.; Vernacular Black

fEnglish (i.'abovA, 1972, p. 45¢f).. The most likely motivation Is
preservatlon of the past: marklng in phonetlc c7ntexts where it is _ K

threatened by cluster reductlon by msklng it xllablc. It is.a counter

\A
to phonologlcal pressures, and thus a clear sign of acqulsltlon of the

> -ed suffix. 1 o ' NS
. ’ . . / ) . V

4:3:2 (183) The Hyper-Past. Strictly speaking, the hyper-past is a-

. ) 4( R (

B L LT I T PR G Y S I S QU

syntactic rather than a morphological feature. It involves the marking

of the verb as past when the auxullary is de, and is also marked as

(4.19) 1 didn't did It.
' (LA 12F200FXSS)

(U5 12M105FXSE) . .
The hyper-past strdcture Is reported In studies of uoch )

flrst and second language acqulsit|on (cf. Klima & Bellug!, 1975, p.

Skk; Sellnker,_1975, p. 121); and for the more dlvergent nonstandard

dialects of English (Cabov, 1968, pp. 258¢F; Volfram; 1978). o
' S d | ‘ .

R . !
. g [RN
’ . . . K3

o . : fl€3£3i |
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The structure is distributed among all AOA groups in the

sample.

The table below shows the number; and. percentage of

speakers who used the Hybér-ﬁéit_ét'iéiét once, éombared to the number

 of speékeré wﬁa 5?593&&3 at least one possible context (i.e., a past

Table 4.6 Number and Percentage of Speaker§ by AOA Group
' Uslng the Hyper -Past.

o Number Peréentage
AOA - | of Speakers | of Group
0 3/17 0.18
h-5 379 0.33
6-8 3/7 0.43
9+ 2/5 0.40 _
N ’ . . | )

Although the ndmber of possible contexts is not

controlled; due to Iamltatnons on the number of possable contexts for.
some speakers, there appears to be an increase in use.with ADA.

The hypér;paSt rebresents an interaction between -
baSt?mérking and auxiiiary structure. Developmentally, past %ﬁrﬁinﬁ
begins before the development of aux:llary structure both for first and
second speakers (referenced above). -

© In a study of the acquisition of tﬁe;5n§iiiﬁ ne55tion

pattern by native Spanish_speakers, Cazden et al (1975) found that the

, speékers'WEnt through a series of predictable.stages in order of

‘acquisition. S . -
o , - =

1. no V/Aux: .The Spanish.(or interlanguage) structure is

"used, and no distinction Is made between negation

\ e before V(erb) and Aux(iliary), e.g., no,talk no is.

2. don t V/Aux: The '"do" form of verb‘negatlon is

acquired in invariant form, but V and Aux are still
_not distlngulshed, €.9., don' tetalk, don t Is.

! 3 T a
L T . &

o e ' C v




D-norm (and possibly .also a T-norm since the verb is invariably marked
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3. don t V/Kux n't 't distinguished in the standard wayl 7 _ﬁ
' g" don t- talk, isn't. § T i
4, Tensed and personai forms of den—t are used in the ';%

standard way, e.g., we don't talk, she doesn‘t talk, L
they didn't talk. , i

 This pattern ‘was general to all ages and AOAs. As this

pattern intéracts with tense marking it produces the io[iow:sg effects:
1. | no did it (2) | ’
2:3. 1 don't did it

3+. | didn't did it
‘4, 1 didn't-do it | v_é
_battern 11s not. attested to in the preseni data, perhaps ‘;
because the speak;rs-are all too advénée&; It depends on the ordering :
of a distinct verb negator and the beginning of past tense acquisition.s ) :;
It is not directly attested to in the literature, but is suggested by ;.; ;
Woifram (1974) - | g
(4.21) he not even missed one guy (Wolfram; p. 151): : ;
Pattern 2-3 s attested once in the data, from 0S (ApA’E). ; ;
(h.22) Oh, do you saw that movie that m . .. :
7 Other examples are attested to outside of the sample, - Q%
e.g.., . ‘ff . | o
(4.23)a. 1 don' saw nothinl (FG 20m, DF to LA at age 19) o
: b. ?%)don;;gggg inside (0G 24f, Guatemala to LA at ' R _;3

‘The pattern of Table 4.6 suggests that the hyper-past is a

Tbr past in ﬁegatives and interrogatives in Spanish). However, jt is

femarkably persistent. This persistence may indicate that it is

éctualiy a C-norm, if it has the st"listic sensitivity apparernt for 3S 3%
3\
13
- » 't
— ,_i '
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don't and plural was above. At this point It has only been observed .
among bilinguals in the communlty.

" in any évent, It represents the interaction of .
tenée-ﬁarﬁfﬁé and auxiiiary structure; and ?E'Q'Eiﬁﬁ of a-réiativeiy

; 4.3.2 (2) Perfect , L~ -
The perfect differs from the past both semanttcally and : v
formally. Semantically, a preclse *characterization is quite problematuc
* among Jinguists (cf. Bickerton, 1975). One of its best known =

properties is that it is restricted to indefinite time contexts and

cannot be modifled by definite time adverblals whlch cut. it off frdm

the present, e.g.,'yestérd513 last night, at five o tclock this morn;_g.

In most contexts the past can be substituted for It, at least in

non- standard dialects. Thué; if it were not For the form, It would R

:1t-nd-d. To exempllfy, the structure I seen it was commonly used by
7 o ) .
speakers of AOA 0- 5 in claimnng knowledge of a movie. The/ negative
o o o .. 4
word was either past l,didn t (see/saw) lt or perfect | haven't ) 3

(seen/saw) it. S ' . ' _ IR

Quite commonly in all spoken dialects of English the

auxiliary have is contracted 've, and may be further deleted (EF;

Labov, 19683 Woifram & Fasold; 1974). In determining whether s&én en was.

to be analyzed as past or perfect in |-seen_it, first It was consldered » f

whether the same speaKers ever used saw. In most cases, the data were

sufficient to confirm this. Finally, it was decided to give the A

benefit of the doubt: Where the perfect was a possible interpretation,

-~

-

.‘)'F-U
LW
N




i

_perfect in fact do not use it, but that there is Mo evidence for them. -

J ]30' o
¥ A
' i ™ . - .
it was assumed to be the actual use. As confirmation, there were no
‘Instances of seen wheré the past would be expéctéd, as In once | saw

(*seen)- a snake with two heads or first he heard footsteps and-then he

saw (*seen) a monster (although this occurs in some English dialects,
.a., Volfram et al:, 1979, p: 87). o ’C’

_Formally, the perfect consists of: Aux: have + verb:
Partlcigial\gfchematical;y, verb + gﬂj . i

s ment ioned above,Nthe auxilfary may be deleted If it/is

? |

not marked for tense and/or negatidq, i.e., had, haven't. The vefb is .

marked in a participial.form whilW islhighly unpredictable across
English dialects. One verb with an invariably distinct participial

form is be, in the form: been. ' \

Recognizable uses of the perfect have the following.

distribution among the AOA groups.

Table 4.7 Speakers Using Perfect at Least Once by AOA.

Percentage @ | _
Group Using Perfect | - Total N
AOA 0 .67 . 21
ADA 4-5 .67 o 9
AOA 6-8 .43 ' 7

It is not claimed that speakers not observed using the
=

. _ 77 _ _ _ _ ’7 _ - _ ! N _ K
Those who use the perfect use it without violating semantic constraints

of SE, such as those discussed above. Formally, however, théré is some

—

variation in fhé auxiiiar’, and striking differénces frdm SE in'thé
.péfticipiéi fOrmt o : ' ' . -
b :
.\ .
1
. 136 -
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4.3:2 (2A) Auxiliary ,

, For all speakers in the AOA 0 5 group except one, the
auxiliary is based on have. This auxiliary appears variapiy_inda
1 contracted form: oniy for have and has, elsewhere the fbrm Is aiways
full, e.g., had is never con;racted.: The exceptional speaker, JR, is
-an AﬁA 0 Biiin§ﬁai. He prodaced only two exampies in perfect contexts,
never using iBE-HSVé aukiiiar7§

(4.24) | don' t tell nobody yet
. (JR 12M200FXSE)

This éonstruction,exemplifies the use of the perfect of

E parsistent situation (cf. Comrie, 1976). In Spénisﬁ; the persistent

form is present in the positive, e.g., vivo,aquf hace muchos afios (1 've

lived here for many years) but perfect or past in the negétiVe; e.g.,

godavaa no se lo he dicho/dije a nadie (1 haven t,toidiaidnit tell

s

56956&9 Yet) The form used by JR, however, is indistinguishabie from

the present. The auxiliary used is do, and the verb is uninflected.

(4.25) | never been up there for a long time

(meaning‘ "| 've been .up there; but that was a long

time ago' in _context)

»;,,,;;+n—%ﬁ?§’2222} JR uses the participial form, but no

'auxiliary-iynless never is considered the auxiliary. In certain

pidgins and creoles, e.g., Gameroonian English pidgin, and in Hawaiian/

English, never is used to mark the negative past (Schneider, 1966;
ﬁickerion & 0do, 1976, p. 241). However,.in 4.25 the context is the
experientual perfect.

Among- the AOA 6-8, the two Englishrpreferent speakers show

forms of have. One of the speakers, CS. also used a form of be once.

(cs 11M1063555y

(4.26) he sald aren't yog\g:zs ever noticed that . . .

%
51

e
ST T

O




.

B 3z
_ The third speaker, Spanisﬁéﬁréférenf os, use&‘the.foiiowing ' A?
contraction. |
"‘ | {6.27) CR: (to IV) do you see movies, -esc= e- scary
. - movies?: ] , ) -
’ IV: | haven't seen one in a long time
o ~ 0S: 1 do. ] o ) |
(when 0S is volunteering to tell the story from JVG) i
-fl CR, the AOA 9+ speaker who provided perfect cbnteﬁfs, used 'j
- the form did, e.g.: \ ) -
(4.28)a. Did you ever be in love?
(4.28)b. Did you got a wife? i
The forms are not clearly distinct from the past. In the
\ first case he may be falling to recognize the auxiliary status of be In ’1
q;si'$0ns; as subject to subject/auxiliary inversion (e.g., Were you . ,&
ever in love?). In the second, did might either %creghadqé have or do. - ,
The data suggest that the perfect may first develop through
‘tHe use of a do auxiliary in négaiiVes and interrogatives, and ti'l"e'ri;‘ | t
replacement by forms of have. R is igiosyncraiié in using the present '
for the perfect: The development of the participls will show a strong g
formal resemblance to the past: |
The past modals would/should/could have and their reduced
forms can be drawn inté) a '&‘3§é'u’§§iéﬁ of the participle. - The evidence
: hoa. that the forms used with the past modals are the same as those ‘
used with the perfect, e.g.: | ;
| " (0.29) | couida been an eyewliness. | i
-~ ‘ (OM 11M200PXSS)
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4.3.3 Modals and past conditionals g

The perfect past modal consists formally of: (past) modal +

have + ﬁsftiéipié;*"éarmaiiy, this also corresponds tot (past)’ modal,

; perfect. The past modals commonly used in thls context are cculd,

>

should, would.

for BR (AOA 9 LOR 3). The LPI data, discussed more fully in the mext
chapter, -shows that the modal forms above are not easily used by ADA
9+. The first modal which develops ls wlli (see Chapter 5, section

5.5).

A common context for modal use Is the purpose clause. All

" speakers In ADA 0-5 use mbdsis in purpose clauses, e.g.:

(5.36) he ordered thém two weeks early so we_could have

them the same: day. '
(DM IIHZOOPXSS)_

(4.31) | start shakin' it ,so that the crust will get all
over the thing. / S
B (VP 12F100XXEE)

In Spanish the subjunctive is used in these contexts.

(4.32) Todos cooperaron pa' que hicieran lo deis.
. (Lq I2H212XXSS)

The squuhéiiGé is formed morphologically by suffixation to
e e oo L e T
the verb in Spanish. Thus, in English we would expect to find the verb
unmarked (0-marked) until the use of an appropriate modal (will, would,

'

can, could, should) Is learned.

<

the pluperfect modal: However; perfect is sufficient since all modals,

past or not, have the same structure, as shown here.

. ,. 135

—*Traditionally, what | am calling the perfect past modal is called —

-
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(b 33)a.' I just jave the moneytso lbcould'glve her bacRJ
b, They work in another country so/they 0~ get mor
money for the family. :

,The LPI indicates that the verb alone is used bfrore the modal [

develops. PQ is still developlng modal use |n the purpose clause.

/
; The past conditlonal takes the reduced form Hodal + alof (of
, /
orthographic for 've) before a verb for, all speakers. A few unuswal

4 [ e

uses and structures are found among the AOA 6 8 group: |

! . (cs IIHIBéSSSS)

i CS used the past condltlonal in the iﬁpclausé; although the

- (4. 3h)a/ I1f he woulda came he would take us, huh?

usiial form for speakers is simply the past without a modal. The/main
. oL o . " : !
clause is not marked for past. ‘ v |
S

(4.34)b. No way that | woulda of aa” ed with him . .f. l’d

: hugggg m.
' (AL 12F2072hSE)

("\
In AL\s second example the modal is not’ marked. for perfect.
' \

However, the verb is marked as either past or participle.

CB shows variation between should and should have without:

marking the verb:

(h.35)a. | should of got = | should tell him on the First.

B day . . . (in. a Past Context:

b. you guys should have be here so you could pick up

all the money . . .
" (CB 11F10625$S)

CB suggests that development of the past conditional (s
independent of the verb morphology. AL suggests that further
development may include past-marking the verb alone. It is perhaps

relevant that AL's development of the irrejuiar past was complete,

‘xnﬁé/ ;40
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whereas CB showed variation in marking. Thus, CB is more dependent on

~/

s

4.3.4 The participle v
For the most part, the evidence of a participle distinct

; ) . i 4

from the past comes from the copula. Only the copula form been; as

distinct from was/were, is observed with have, both as a perfect and as

‘a ﬁééi modal. This form appears to be a direct replacement of the root

be; which remains with non-past modals as in the standard, e.g., should

I8

) ' The auxiliary form hggg alone triggers the use of §§g§;
OEEEFWiEE'Eggﬁ‘ﬁéy ;ééur ohfy'witﬁqut an auxiliary or modal (as in JR's
(4.25) above). - u .

éiseﬁﬁéfe ;oi;thé entire sample, there isibery little

’
v

distinction between partiéipai and past fbfmS;' indeed; this is true to
a great extent for SE, bgt\li is much ﬁéfé'éiiéhéivé,ié: the speakers
in this study. S ”

in SE contexts for the participle; unmarked forms are only
found for AOA 6+ (a total of b in all). Uncounted here is the form
come, for which the participial form is also unmarked In SE. However,
the form came, 1ike the past, Is more common than come among ADA 0,

2.ge :

\ (4.36). he hasn't came to school yet S
) | (MC 12M100PXEE)

MC is monolingual.

Altogether, three speakers used came in this group, while

only one used come. Similarly, ran and runned were both used, but not

run, the SE form.

'

R

El<}if;” ft | - '
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A participle distinct from the past was evidenced only for
_the four common verbs, be, see, do; go -- all having modified =n

partncupial forms, been, seen, done, gone. '

The forms beed and done were used to the exclusion of the |

. 4. S T S
;  past of these veqps. For seen; the form saw was §lso used by one

monolingual English speaker: While gone was used following the‘ .

aux:l:ary haye, wcnt was more common:

e el

For other verbs with partlciples based on -en in the:

. standard; e. g., eat, -take, wear, a form identical to the past was used.

For AL, this Included wored as the past tense and participle of wear.
The conclusion is that there is a participial form distinct
from the past only fsi the few common verbs be; do, see, go: For some
ksﬁéékéié see and go are also used with the past following have. For
the most part, the past form i used with have for most verbs. Thus,
have is the marker of thé peré§§t, not the verb form. Deletion of have
leaves the perfect and past undistinguishable on formal grounds, and

4

possubly on semantic grounds as well ih mén? contexts.
Whether this is a general C-norm, or a D-norm for this. -age

group téhﬁot be determined until a study of older speakers of AOA 0-5

is undertaken. ‘ ‘ o ‘ ’
_ . ) N,

The table below summarizes the use of past. for participle

forms, where SE distinguishes past and participle, for AOA 0-5. 3

Table 4.8 Distinction of Past and Participle for AOA 0-5.

Verbs . | Percentage Past | N: |

be, do;. see 0:10 20
\ others*#* 0.85 13

'(*Only see used the past form. **Only go u5ed thq‘

’ participal form.) . o
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4.3.5 ‘Other Morphological Processes

ééhﬁdnlty.

| 4.3.5 (1) Phonological Processes

" As this procéess also applles to root morphemes, it may also effect

oo s

- Other morphologlcal processes treated In ‘the L2 literature will

be treated ln a more cuqsory manner here. For one thlng, the processes

advanced processes ln netural order studles. The development of these

morphemes has already been shown to be relethel? advanced'ror ﬁsst

such as article usage; the copula; the progresslve and thelplurals shqw"

very llttle difference from SE norms for any speaker. However, a few
notes are worthwhlie on phonologlcal processes, reflexives, possesslveS'
and preposltlons, which. ‘may reflect either general C-norms different

3

from SE-norms, or D-norms characterlstlc of this age group M the :

The phonologlcel process of final cluster reductlon was

mentioned above with reference to double-marking of the regular past.

3s-marking and other inflectional: processes. Vhere the root cluster

; affecte( ‘s sC (where C is any consonant), the syllabic form 6fythe 3s,

plural or possesslve may result. This is observed in a few lnstances

among AOA 0-5 speakers.

, Just say we're from a club.

" (4.37) e just sald, anybody who - as'es (- SE asks) you,
” , " (JR 12M200FXSE)

I

Her, he form ask ls reduced to as', conditioning the

syllabic form of the 3s lnflectlon. R

- $rae s
e At
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. L
(5.335 we had to take pre- ;es'es (= SE tests)

(WS IIHIOFXEC)

-
-

Here the form test 1is reduced to tes!, condltlonlng the
syjiabic form of the plural. WS uses the clqster in the progressive
testing. The form tes'es Is common to several speakers: Others use

tes' or Eési ?6F'Eﬁé'6iﬁiii; In either case the absence of the plural

is phonological and dcas not .indicate morphological or syntactic

underdevelopment of the plural. ;

<' (4.39) She spltted rlght in the pries'es (= SE priest's )

face.

P
Here the form priest is reduced to grles éonaffionin§ the

syllabic form of the possessive. The case'is identical to the others
above.

In some - cases, the absence of the last consonant of - the root
may reflect Iack of knowié&éé of that consonant; however, in most
cases, It is more likely that the consonant Is known but bhonoiogiéally
deleted before an S morphéme (since for verbs the final consonant
appears before the :ing sufflx).

4.3.5 (2) ieéiéxiVe
morphological ly among non-standard dialects. In SE the paradigm is
ircéguiar-

E e., @yself, yeurself, ourselves, xourserves.

, 3 ngsct,Pronoun'+fself (+ Plurzl) for third persons, i.e.,.
him/her/itself, themselves. : _ .

There is great variééion_among the speakers of all ADAs,

both for the form of the pronoun and thf use: of the piurai, e.g.,
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" elf, iBéL&i@iiéi, ourself; hisself: lInvariably, If there is a

. dlfference from SE it‘ls in the extenslon of the possesslve to third

since number Is shown in the pronoun); It ls'not a slgn of
bilingualism,. and occurs among monolingual speakers.
. - ) . . —

4.3.5 (3) Pééié;éiié,\\‘ \ ; o

,,,,,,, \ - -

" Non-SE uses of the possessive are more syntactic than
morphological in nature. They have to do with embedding of multiple
possessives; e.g:: '

(4.40) he got uh in back of my father's wheel of the truck
" (= the wheel of my father s truck)
[ A (VL IOFIOSBSSS)

‘The problem arises because the innermost NP, wheel, Is

modified first; with my father's. This follows the more frequent

pattern of single possessive modification, e.g., my father's truck,
- \

/ (cf Chapter 3 example (3. 33)) Speakers avoid the possessive

|nflection on inanimates, e.g. truck's wheel, preferrlng the o£

constructaon, é.g., wheel of the;truek The resultant blend.separites

the flrst possessive gxziather s from the: appropriate modlffed noun,

truck. Speekers usually repair these constructions. VL's® hesltation
_— “ _

marker suggests she saw trouble coming.

Outside of this; there is a tendency for some speakers to
add the possessfvé directly to a regular plural, e.g::
' (4.61) my Friends'es house . ) - . =
(MR 12F10035SS)
The SE norm insists on omitting. the possessive following a |
reguiar plural, ‘but orthographically’ noting its underlylng presence
7
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with the apostrophe; I:e.; friends') In speech this does not

distinguish the singular and plural possessives.

The non=SE norm Is a natural &xtensign @E the possessive’
from constructions with Irregular 5iﬁfais,l".g., the chiid}ehiévzyém..
" The possessive Inflection S, with \ts variaps morphological

Yy for speakers of this

forms, is clearly a C-norm and is well develope
age group, regardless of behavior in S-marking and tense-marking.

4.3.5 (4) Prepositions

Prepositional usage is notoriously difficuit to analyze. ip.
SE, and shows mqjar differences in épaﬁish; especially for the h
mOhbsyiiabic prepositions iﬂ, on, at, and to a lesser extent tg, fég;
fzng !i£h; ,

The later AbAs jndic;te‘generaiized use of ig;fo}'a variety
of locative uses, €.g.: - | o :

(4.42) .. . | don't know how he- she (= a bee) goBin (=

through) my pants . . .
! } ' - (cr 12H10915$S)

In context CR is referring to a bee that stung him gg
hfs'pants. The bee r?%ained outs!de of his pants except for the-
stinger. - |
:_élé% _ The LPI also shows widespread use of in, or at earller AOAs ’

éﬁ, for at the table, most, likely a T-norm from Spanish en Ia mesa.

' Direct transfer from Spanish involving to (Spqnish‘é used
with direct Eﬁﬁéﬁ-éBjéété) is evident in 6ttéf56£é§ éﬁéﬁ §§i

(ﬁ.ﬁj; Hy father likeés us more than he did to her.
- -TCB 11F1062555)

(5;555 we have to hold hands to - ugly giris.
(RM 13H210NFSS)

-

This is rare and only found at ADA 6+.




Y

More iiﬁeiy; aithough'stiii rare for AOA 0-5, is the u3e‘o?
gﬂ.wﬁere SE uses jg, as if Hypercorrg%tipg on the earlier ‘

_overgeneraiiietieh of ih "
(4.45) n when chus, he was on the front: (- ln front) . . .
(R 12nzoorxse)

_(5.56) I'm gna put four shots r!ght on his brain. : 5
(16 11r200PXSE) R

. . ™
) . These examples come from Engllsh-preferent eerly bllinguels.

Even monolingual speakers occaslonally ‘show non-SE“uses of

(4.47) . . . those trash cans that they were hldlng on (=
behind)
(MC 12M200PXEE)

For AOA 0- 5 speakers, it is not clear wbe;t the C and D norms
: R A '
for preposntional usé are. For the most part they resemble SE norms,* .

_but non-SE uses are totally unreliable as indicators of English core

linguistic abiiity'untii'further exploration of C-norms for- these
7 communities is undertaken. -
X - v

4.3.6* Conclusions about j&EEBBi@ ,
Jaagaéﬁig‘asaaé iaﬁﬁﬁiﬁe ability based on morphology must Be'

used with care. Many of the processes studied in Ez 5&&&19%&&65; e.g.,

regulgr plural formation, the 56§§é;§ieé iﬁfiéétiéﬁ p? nouns; and

article use may be of use }ﬁ determining Eﬁﬁfish language ability.

However, the present study\indlcates that they have a low ceiling,_ .

i.e., they are acquired relLtiver qulckly regardless of ABA or LOR.

The speakers hére have already acquired them at -LORs of 2-3 years.‘

: Past- -tense markung and 35 mark§ng~have a higher celllng, as. reported in

-

the Lz.literature, and evldently take longer to reach full mastery.
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For the present sample, 3 marking;'ﬁast'tense formation ‘and"
modal acquisltlon are critical of a higher level of core linguistic
abljlty in English wlth respect to the irregular past, the -
distinction Between monolingual and blllngual speakers of 1imited
abllity depends on the partlcular irregular verbs. Uncontrolled
sag}égafes of verbs will cag;qgé shiiit§ levels. -

In the case 6f the partitiplé tﬁe same caveats.apply as to

irregular forms, but to a much higher degree. Except for a.few common

(1)

forms; .9:; been; seen, the communlty norms evldently associate the
past and partlclplal forms quite generally for this age-group.

'Eiposdre to SE norms in the classroom and media show little or no--

effect on spontaneous usage. o ‘ »

The 35 marking is the safest morphological criterion of language
abilities for these communities, offering the highest reliable ceiling
and. corresponding to language preference. However, regular 35 mquing
must not nnelude;non-SE uses of was or ggglg;-wﬁtep~ére general non=-SE
norms for many dialects; }na;fiﬁriﬁéféégéﬂér don't; attested to;in the
sample éor.all ﬁﬁAs;w For'éoﬁﬁunlties_lﬁgéontaotﬂﬁitn non=3$ o

monolinguaf eaﬁaaaieiégg'aagf notably American Black communities, 3S

/

~ development m y 'be a much poorer criterion fo¥ English ability.

In vleh ‘of studies -of younger chlldren, m0nolingual and

wsalry

crlterla arefimpressivp evidence of-fluency at this age level. That

same morpholqgleal behavior (maybe 1003 standard) as a7 year-old

(second,grade)’monoljngual English speaker does not indicate that s/he

us
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has equal access to the educational process-as do monol ingual
age-mates: B - a';

While disregarding a spgéker's'abilieywii the non-standard
community forms of English may underirate that spesker's abilities,
under the misguided assumption that only SE ability is feievéh; to
school achievement (Qr worse, to English language abiiiiy in general), *
the use of nqrms appropriate to seven year olds may over-rate a
speaker's abilities and, thus, his/her access to English language
educat ion.

It may very well be a historical accident of the current fccﬁs
of developmental studies (originating in pre-school L aéduisition‘
studies) that has given rise to the unsuppor;éd nbtion tﬁ?f'tﬁe
linguistic dévéiépmént of a child is complete, for all iﬁfénfs.énd'
purposes; by the age of 5-6. This notion is doubtful and’
countériiniqit9ye; given the ;ohtinuing social development of children
beyond the age of six. While it is evén doubtful for certain aspects
of ﬁbrghdibgy.(gixeh the preceding discussion), it is most certainly’
wrong for syntax, and especially for the use of syntax iﬁ'ébﬁéifdéifhg ,
" more complex discourse dﬁtié;

On the face of it, expecting the language of jﬁﬁii_yéé?-Bié
.children to &éﬁékéﬁ-iﬁii to EH; level of a 7 yééF—Bia does not portend

W§ii'?6k the further. academic development of those children.

b4  Syntax 7

Studies of the development of syntax follow a variety of patterns.

One type of study is associated with Mean-Length-of-Utterance

(MLU). Such studies follow quite naturally from concern with the

S
e

=i
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development. of utterances from birth, through the babb1 ing sf_;_g;,' to -

ﬁwf single word, then double word, and then progressively longer

r- ﬁtterances, which begin to resembie more mature structures and/or more .
extenssve creativity on the part of the speaker. Hoﬁéver, there must -
be a point where MLU is no longer a relevant criterion of development.

e i As pointed out by Chomsky (e. 9-» 1958, 1965), mature syntax is'gﬁpeble

of producing indeterminatelyﬂlong sentences through the Epggettz of
recursionf In many cultures, the recursiVe property of syntax is in _
stories—#old to young children, €.g.: i

.(5-55). this is the fire that burnt the stick that beat the dog- '
"that bit the cat that ate the rat that o« o o

or ‘ , =

}J of course, outside of suggestive ianguage-play, there is a Iimit
to the utllity of recursive structures, but the cruclal point is that
speakers,-at a certain level of maturity; have the ability-to produce

and interprEt such structures'whethér théy choose to do so or not. ‘At

Complexesyntax; a type of study that goes beyond HLU,-
. distinguishesigif?érént types of syntactic structures and, for whatever
- reasons, Is highly valued in the educational system, especialiy uithin

the written mode. Studies of this type tend to focus ‘on the kinj end

variety of. conuectives used between clauses (e.g., and, ' but, because,

.  so, then, etc., discusssd later), and on %he structure of ciauses and'

b4

sentences are tightly joined. Production of complex syntax is

e .
..

f; . o -_‘ ijSlj
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period, before reaching a possible completion point where another
speaker may take the floor, mayse permanently (cf: Sacks et al:, 1974).
. Another reason for examining syntax rather than morphology is the

notlon that syntax is less varlable than morphology across communities,

's0 that it is easier }o trace development more accurately across

communities if morphology is avoided. This notion owes some

inspiration to studies of Black Engiish; for whom mature: speakers may

lack SE morphological norms such as 3S-marking, possessive marking of -
9

nouns (typically both), and surface manifestations of the -ed suffix

when it forms final clusters with the preceding verb (varlably) Even

a 3

for typical non-SE constructions such as multlplefqgggtlon, eigi; I

don't like no tests, the word count is the same as for SE; | don't like

any tests. This is evident in the design of the BINL, which uses MLU
in a count of words, not morphemes; and a complex syntax measure score:
The author Eites Labov's work on Black English and other non-SE
varieties explored at that time (Herbert, 1979). Nevertheless, there
2-x ‘-rerent a;asiéas in this 555?6555; For example, it is not clear

in MLU to the equivalent SE structure, €.Q., pronoun:copying, as in:

{5;50) some boys, they like hang around together.fw
(A0 IIFZOOEX)

or subjectlauxlllary inversion in the embedded QUestlon; for examplei
(4.51) then they asked them where did they live.

. E . (AR 12M107FXSS)

BINL= -type measures will concern us further in the next chapter.

ln this chapter we will report on the syntactnc properties of the

speakers in Spontaneous discourse.
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The expected syntactic development for the age group represented
In this study is largely unchadted territory, fﬁe general bias of
developmental studies .in sample selection applies.to syntax as well as

olds, or on adolescents and adults. For pre=schoql children, syntactic
development of spontaneous speech Is found In various studies (81oom,
1970, marks a milestone). School-age children have generally been .
subjected to experiments testing their comprehension or production of
specific structures, e.g., passive, relative clause, locative and

temporal connectives (e.g., before-after, cf. Clark, 1971; Bever, 1970,

for experimental approaches). For adults, there has been increasing

work on syntactic development following dépidignizaithn and

decreol ization models (e.g., Schumann, 1980; Anderson 1980, referring
to Bickerton & Odo, 1977). These will concern us where specific
structures are discussed, since claims vary between similar or
identical language acquisition strategles for pidgins and creoles to
historical identity of sources of constructions similar in pidgins,
creoles, .non-standard dialects, and L, acquisition.

Studies of children exiéﬁéiﬁé through pre-adolescence have been
largely continuations of experimental tests done ‘on youngéi children.
Most of the studies deal with metalinguistic abilities, Including
recognition of ambiguity, a preoccupation of 1960s American’
syntaciae?sﬁs following Chomsky's argument for the distinction hetween
tested metal inguistic awareness increases with grade level (or average
age), but the relevance of this to productive §yﬁt5¢tié’develobment in

either speech or writing. remains unexplored.

b 152
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Virtualily stanaing‘éiéhe in the -literature is Labov's (1972) study
f “the development of SYﬁtaCtic devices used in ﬁé??ifiéé in the Black i
community of South Central Harlem. Labov reports increased use of |

See

syntactic devices such as subordinate structures; modals and
comparatives from preadolescence through adolescence to adulthood. : ' ,fgg
This indicates that the use of syntax changes with age across the R
‘entire SCHodi:agé career of some speakers, even If the iyﬁiiéiié

structures are already known or are used in more limited ways at

earlier ages. Kernan (1977) accepted the general analysis of the

further developed in Labov (1972), but avoided syntactic analysis for
the three age groups of Black children (7-8), (10-11), (13-14), whose
narratives he analyzed. Kernan reports a gradient increase of the : %
connéctive $0 at the expense of and: -

In the following discussion; particular syntactic structures will

be examined: Attention wili be pald, where relevant, to thelr function

development of syntactic SBiiif}ééf The Issue of :anguage transfer,
and 6?65&Fi§§§ of Ly, will be more -pointed Th syntax than in

ﬁérﬁhélaéy. e e e i :::;'.T‘f’ I U D

h.k.1 Multiple Negation

Multiple negation (MN) continues a vernacular tradition. found
o o o N o S .
throughout the history of English. All sociolinguistic stidies of . =

4

non-SE dialects have included it in their ‘:scriptions.
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Theqj are two basic types of multiple negation found throughout
:vernacuiéf English. EéfﬁriFé represented among the speakers.

1. V-0MN. This type of begins with ‘the verb, modified by not
or never, and extends to Indeterminate elements following the verb,

(5.51)a we didn't hardly do nothin'. o

' ’ ' (A0 11F200EX)
For some speakers this type of MN seems to be categorical. AO,

a monolingual English speaker, uses it variably. Thus, she also

produced,

not even dolng it anymore hardly.

(4.52) we're
As Wolfram et al: (1979) have noted for the English used in

zaertain Pueblo indian communities in New Mexico, variation .is sometimes

found within a-single utterance. In that case, the element or elements
hearest the verb show the copied negative, but succéssive elements do
not:

(4.53) . . . we're not from,gg gang or gﬂzihingfﬂf S
(YL 11F205LFSS)

(b.éb} I hever told him ﬂgfhing; ! never wanted to come or
nothing. ' e
(JP 11F200NFSS)
This type of multiple negation is obligatory in Sﬁiﬁiéﬁ;‘ The
) following figure shows the total amount of MN out of all possible
contexts by AOA group. Although there is insufficient data for the
! st ADA (9+), the percentage of speakers showing categorical V-0 MN
indicates the probable reinforcement of the MN pattern of English by
the Spanish norm. Thus, MN appears .to be both a C- 5;& T-norm. The
display indicates that the use of ain't (only as negative copula) shows
a reverse pattern. Use increases with LOR. The use of ain't is a

15
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T
(N258) percentage of MN_
- ~__ out of N possible contexts
80 | o Ne25) |
(N=40)
Percentage of speakers using
. MN categorically
60 | R
ho 1
L
20 L e — L
B Percentage of speakers using
ain't (as copula) at least once.
0o + +— ——
AOA 0 AOA 4-5 'AOA 6-8

Figure 4.3 Features of Multiple Negation and ain't (Only
: Observed as a Copula) by ADA.
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!
. morphological form in nsﬁ;stantiai—d English wi igh cannot ‘be a T-norm. ‘
The display \indicates that both standard negation and non-standard
ain't, which does not have a Spanish analog, Inétéaié’ln ﬁiGBanlity of _ Do "g
occiirrence with LOR (inverse of AOR). &« - . SN
2. "S-V MN. This type of MN is not characteristic of Spanish. | n
It brocéedé froﬁ_tne subject to the verb. It is known in some American' j
dialects (é.g,, Black English, Boston, most Southern dialects); but ?g
absent from otnérs ge.g., Néw York City yernééniaf). Only one speaker }é
exhibited this pattern: | .
s (5.55) ggbody can't get it. S o o
' : (JR 12MZBQFXSE) B _ 0
Wnétnér JR acquired this pattern from a aiaiéét that has it or A
Sbbntanébusiy created it is difficult ‘to ascertain: In discussing the
English of Puerto Rican adolescénts in New York City, wolfram (1971;, Pe , o,
" 180ff) also noted only one speaker using this pattern. Interestlngly,g- ’
he notes that dithough the pattern éxists in eaterritarisi Eia’ck &
English, the speaker who used it was one without extensive Black
contacts. He beiéngé& to a group whnch in Holfram s data, showed less =
nnfluence of Black Engltsh vernacular norms than those with more _ "
extensive ééntaéts. in that case too; then,.s$pontanéous creation af
the construction is not out of the question. -
In any case, “the rauity of the S=V MN pattern both in this
sample and in Wolfram's Puerto Rican sample indlcates a strong v : - E
possibility that the Spanish constraints are transﬁe#red "to English: ,ag
The Spanish data for JR did not fn%‘ude any poééiﬁié'ééntéiﬁ _ ”
for the 5-V MN pattern. Recall that JR is Engiish-bfé?éiént. 3
o ¢
156 ‘
e \ . .
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3. Clausal extension of MN. 6hé_?ﬁ?iﬁéF‘§§éSEéF shows the

extension of negation’to the verb of a following embedded (subordinate)

C I ause.

(4.56) 1 don't think 1'11 pever get to learn Chinese. . . .o
= ' (ME 11F205Fxss) -

With the adverb neve:,(Spanlsh nunca ‘never/ever), thls:paftern
has a Spanish analog.

However, the follbwtng example with direct verb negatlon is not

characteristlc of Spanish.

(4.57) he goes "well, 0 donft think you don't have the fault"

- : (meanlng ' .« . you ) have the fault'

The constructlon did not occur in ME's Spanish, although there

were numerous pésslble contexts, e.g.: ‘ o S

(4.58) Pero no s& qué siento cuando veo a alguien que es algo

mfo o no se qué me da;

The clausal extenslon of MN is known to some hlghly MN dialects, .,?

e-g:; Black English. However, examplé (4.58) also provides a Spanish

‘66&éi for (5;56), if never and don't are both categOriZéd.as'verb ' o
negators. ’
The strucure is reminiscent of the common English structure

(SE?) it's not your fault, | don't think. But this structure Is not

attested to for any of the speakers. It cannot be assumed to exist in ’

o . ;/

these dialects.

L. Further structures. One further structure which exhibits MN

is negation with the adverbial hardiy: .
(4:59) -hardly nobody ikes her L
(A0 11F266EX)

e.g., apenas nadie vino (hardly anybody ;amg). It is also a feature of .

157
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_other monolingual vernacular English dialects. A0 herself is a E
‘monolingual. speaker. Thus, it cannot be a T=norm in her speech. K

However, this d§é§ not rule out a Spanish origln or reinforcement of
this structure for the communlty as a whole. The example 1s .
instructive in indicating the difficulty in distingulshing G- and
T-norms for bilinguals. Whlle transference is ruled out for

monol ingual speakers, it does not follow that for bilingual speakers

‘such a feature must be the result of transfer.

In conclusion, multiple negation is widespread in the sample and
is evidently categorical for many speakers. It is clearly a C-norm.
MN is largely restricted to contexts where it could aiso occur in
Spanish, but a few individuals show further uses either through %

independent creativity or ‘the influence of other English vernaculars.

4L,4,2 Embedded Questions

Embedded questions (£Q) aré those questions which occur in-
indirect reported speech. In EQ, the question is preceded by a verb of

cognition--know, forget, #ondér=-or of speech; eig:; ask; and is

distinct from the direct question by pronominal reference, and usually 7 ;
tense concord as well, e.g.s l

(4.60) [direct question: he asked, "where am 17" )
: gmbedded question: he asked where he was (/is). ‘ _ .

In SE subject/auxillary inversion occurs with-direct questions

but not with EQs. In an EQ such as; he asked where | was, the SE

interpretation would necessarily identify | with the speake- of the f 5
There are two basic types of EQs.

1. EQ) (for EQ-IF) - - E
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2. EQW (for EQ="WH'' word) .
. : : i
4.4,2 (i) ggl is the embedded qum of a 9E§7nb quesifon; e;g;e ' 3 //e
(4.61) 1 don't know If it was him.
, ) (YL 11F205LFSS)
| The direct form of the quesfiph would be was it him \ :
- »(super -SE was_it he?): The-answer ccuidlbe yes or no. \. E
Note that in SE, EQI is lntroduced by if. \\ 5;
zy§.' in many non-SE dialects of English ;ubject/auxiiiary \\, 1'3%
l/verslon Is used rather than 1f to signal an EQI. This Is the usual! I
anstructlon in Vernacular Black Engllsh, e.g.! | o \ .f‘ f
? (4.62) the pollce come out there sometlme n eks me one tlmé "
f dldfimknewfthis kid. L s
’ (Vt 58f; Venlce) : ' ) ..ﬁ
The reference of | clearly establishes that this is an EQI and not a ' 'é
#irect question. ’ i A
| The non-SE structure is totally unattested to in the sample.

/B? the 40 EQls occurring in the speech of 18vspeakers who provided

‘% i / possible contexts; all were of Eﬁ 'SE variety, tntroduced by lf and

/ wlthout subjectlauxlllary Inverslon: _ _ - B ’

//// . The EQl structure of SE is tieéiiy'é C=norm.  if’i§:ei§e2t;e.' ;
/// structure used in Spanish, introduced by si (equivalent Eé'@@gijeﬁlfg : 4
: in all contexts). o S L wﬂf?
It Is virtually certain that the Spanish norm contributes to |

the C-norm for the community as a whole, and as a T=norm for individuai TE

bumgual speakers. The behavior of late L, jearners p.-ovides some E

evldence of direct tranefer, e.g.:

N (4.63) 1 don't know si in America . . . ' l _»é
i (2L 25, from Guatemala to U.S. at 22) !

P |
un
oy
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Cazden et al. (1975) do not note the extension of
subject/auxiliary inversion from direct to embedded yes/no questions

for recent learners at any age, although this does occur for

, WE?question§, as we shall see.

5.4.2 (2) gg_ Is the embedded ‘form of the wh- (or substance) question.

Wh-questions begin with a wh-word, e.q:; who, what, when, where, why,

hiow, which request substantive information (rathgr than-affirmaglon or
deniai). |

In many dialects, EQW like EQI allows squéCt/auxiiiary
inversion. While the non-standard EQI is unknown in the communities of
thé present sample, the case is SEﬁéiﬁlséiféf EQW.

All speakers éiﬁisiéiﬁg EQWs of any form used
subject/auxiliary inversion in direct questions. It was evident that
subject/auxiliary iﬁvéigiéﬁ had been acquired, as in SE and in the
vernaculars; for all AOA 0-8. The AOA 9+ al.n showed subject/auxiliary
inversion in direct questions, -but only CR pruaucsd EQWs, showing a
variation, e:g:;

| (ﬁaéh) 1 don't know how he-she ggt in my pant: . o .-
wi thout inversion, and

{4.65) they say you don't know what i: thu. . .
with inversibn. | |

Both of these tyﬁes occur among ail AOAs: ?he faiiéwxﬁg

least once.
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Table 4.9 Percentage of Inversion and Percentage of
Speakers using inversion by AOA.

Percentage of

Percentage of Speakers using
inversion at |eé§t;§ﬁcei——
_AOA 0 0.16 (N = 31) | 9.55 (N = 11)‘
AOA 4-5 0.24 (N = 17) |-. 0.56.(N = 9)
AOA 6-8 0.37 (N = 8) 0.40 (N = 5).-
AOA 9+ 0.50 (N = 2) 1.00 (N=1) -

i

The gradience in the frequency of Irverston by ADA suggests

a developmental Source. -On the other hand, the incidence of Inversion

by speaker does not show appreciable difference by age group,

56§§é§§iﬁ§ that a developmental sourcé Is not a sufficlent exnlanatlon.'
\——'__

the MN ﬁéftern discussed above. Both developmental and

‘community-established norms may play a role. They are discussed in

turn.

Unlike MN, a direct T-norm is not obvious for EQW inversion,
since sdbjéctliuxiiiary inversion-is not a property of ‘Spanishs either
in general or among the sample. In Spanish an auxiliary and following
verb are inseparable (except for ‘nterposiiion of a f#w temporal
adverbs 1lke ﬁgﬁéé). -

H&ﬁ;ééﬂ; Eﬁé‘t: Vteratur. suggests a natural devciopmental
source for inversion.in EQWs. Cazwan ¢t ai. (1975) observed that among

\,
\,
\

. ihé.féééﬁ? learners they studiecd, the ~oread oi :subject/auxillicy q

invéféiéﬁ.EB direct wﬁ-aeé:irsw; wni eparalize: co EQWs durlng the >
process of acqulsltlfn. Bot? contenLy £ QHZQUéaféégé showed

: .
variation: [t s clear for ihs oiegent o -le; which presents more
expef?enced English speakers, thet &: -8l iewic) ritreats from direct

2
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wh-questions; it Is maintained in the EQV: in this way; the process i
similar to what was observed for the hyper“past (section 4.3:2 (183)).
The ﬁ*bé?-ﬁiéf was SBiéFvé& for the later Aﬂﬂ;;.wﬁé also exhibited lé
lrfeéuiéf past VéFI&Eiéﬁ; but remained for é;iiiéi AODAs who had well f%
developed Irregular parts: 7 |
T~ I &
Just as a T-norm was suggested :supporting the malntenﬁnqe of — ;
iééi-ﬁéFEiﬁﬁ of verbs even as the auxiliary became ﬁéii-&é@éiSﬁéa‘(FSi f
the hyper-past), there are ?éséﬁiéi of Spanish which may support ;
subject/auxiliary inversion once it is égfiﬁiiéﬁéa; ; ' "E
One support is the 56§E66.§ii’i§ of §65jéEE§,si’__§_éi the verb i :
wh-questions; e:g.: ; |
(4.66) iCémo se llama este el negro? .
" ’ ) (AR 12M207FXSS) 5
This is é_ﬁ’aia'é'tél;l"s'tié of studied Western dialects of Spanish, f
In the Caribbean non-postposing 1s found, e.g.t v —
_ (h.67)° iDénde td vivlas, C? )
wh s v’
(AM 11M111XXSS)
AM is a recently arrived non-English speaking Cuban.
Elsewhere these dialects of Spanish are not represented im the sample. - ‘
Other speakers aré either indigén&us,'or from Northwestern or Céntréi ‘ | .\
Mexico. | ’ | ',5
| The general V-S order of wh-questions In Western Spanish may | ;

be a more specific case of a general A/0-V-S word order (where A/0 is
Locative Advetb7ﬁbject) such that subjects and sentence-adverbs/objects
‘tend to be polarized around the verb (cf. Silva-Corvalan; 1977 for the
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following e{&arﬁpiL from an” affirmative context is typical of all the
spanish speakers, regardless of bilingualism:

(4.68) para 1' lzquierda de este lado ests

, v o
también un cuarto donde duermen mls primos
: [ . v ””s””m o
_ . | : (ME 11F205FXSS)
| This sentence illustrates the principle twice:
Sentence
/ - .
én the left is (also) a room . ' i 'Qﬁ
/of this side ) AN ' g
/ Adverb” Verb ~ Subject
/ L o
/ where sleep my cousins

7 / As this structure applies to questions, the similarity

between Spanish polarizatlon and English subject/aux{llary anerslon is
that tense precedes the subject. In English, the tense is marked on
the auxilia_l, e. g., do, while in Spanlsh it marks /the entire verb.

Thus, speakers are able to acquire the English auxiliary wlthout givlng

/subject in EQW.
" (4.69)a. donde duermen mi% primos

/ ‘ 7 Q V+lense S
/// : b. where: do _ they sieep : " '
e Q Aux; + Tense -~ SV : -

Where there is convergence of Siéﬁish aﬁa-éhgiish, as in

EQI, no lntermedlate stages have been observed. Inversion in:ﬁueStions - .
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Spanlsh word order asslsts in this process.
At any rate, subJect/auxsllary’lnverslon In EQH already

exists in many (brobably all) non-standard monolingual vernaculars.
This mdy serve as reinforcement of developmental and transfer
tendencies: » - |
| Finally; there is a functional basis for the inversion.
This follows from the common use of tell (or less commonly say) to
intquyce EQs amOng the speakers ia?. Ghomsky ; IQéé, hi%?), €.g.:

car). .
N : (JR 12M200FXSS)

This usage has a direct analog in spaﬁish dacir,:e 9.5

(4.71) vy luego le l|eron al amido que 5| el E umaba
S 11M10635SS)

The Spanish use is found among all the bilinguals. - The -
English use is found among all AbAs, including monolingual English

Speakers, e.g.:

(4.72) they told (= asked) them it they could_ make it muke

that scary sound, n all that stuff.
- (MC liMZﬂﬂPXEE)

The use’of tell to introduce indirect speech of any and all
tyoes is eQidentiy a C-norm for Spanish as well as English.

As tell is used with EQis, the use of If marks the following
claUSe as interrogative. As ggli_;ppi!éé EB’EQWE; §65jé€i755ifliéry ,
inversion is the only marker of the iﬁtéiféé;iivéQSEiiﬁé of its clause,

(4.73) I told her chat-that why does she always make me do

N
(\L IIFIOFLFSS)

- -
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Without subject/auxiliary Inversion, EQW reSembles\Fn

affirmative sentence, e.g.: , l

(4.74) 1 tell (= tell) them what it means In Spanish.
—_— (0OM 10M10055SE)

This structure: wh + subject + verb is in evidence even -
among AOA 9+ speakers in the affirmative M'cleft' construction below, %
j.e., that's-wh=5-V; e:g:* i

(4.75) that's what | don't 1lke about m L -

_ (AA 12M211LPSS)
it is an extremely common construction for all AOAs. ’ .
. . E}

(4.76) that's why she never wants togo = . _ .

S . o o l’!lﬁ:iliFiUFLFSS)

Of course, with ask or other interrogative verbs, the status
of the wh- rlause is clear, whether or not subject/auxiliary inversion
applies, €.g:.: _

(4.77) Our Family doesn't even know what it is.

Do you know what uhm time_is_it?
(WS 11M205FXCC)

The tendency for tell (= ask) speakers to favor
sub jectssuxiliary inversion over non-tell speakers is supported by the
data. Below, the sample of speakers using EQW is compared by

oL B B R o B . o
distingutshing those observed using tell (= azk) from those who were
\f)f;
~ : Tell-Speakers | Non-Teli Spaakers | 3
 Percentage usinz -
EQW inversion - 1.00 R (Y X P
M: (5) | (21)
It is evident shat tell plays & -cie in EQW. While it Is
possibie that some non-tell speakers are based on insufficlent data,
the fuuctiona! role is only one of “seyeral supports for EQW Inversion.
165
165 ,,
- : é
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In conclusion, iﬁsjééfféﬁxllla;y inversion in EQW Is 3
widespread: it Is not necessarily a sign of bilingualism and/or of /.E
limited English ability: 1t 1s known In monolingual non-standard . ,'f-j
dialects and has functional §65§gFE in the qaﬁhunitiés sampled. | %
However, it also has a _aéiéiSﬁiﬁéﬁfél and deeper tr'é’r\\SférenCé aspect H
émdﬁg bilinguals. It is used less frequently by sp;?kers of earlier S =
AORs. o -

4.5 Discourse Syntax ‘ B ; B
The syntactic ééﬁéf?défiégg'djscuSSEJ above éréfihiégrai features \gﬁ
. j
\of sentential syntax: There are relatively few alternatives for
exbressing negation or embedding questions. In tﬁ% case of discourse
syntax, the options become much greater, or Viéwéﬁ alternatively,
notions about how sentences and clauses cohere in discourse are less
well understood. Nevertheless, discourse syntax has been used to O
evaluate the language proficiency of speakers; consequently; one of the ,ﬁ;
concerns of this study must be the more csqéiéi syntax functions in %
discourse. - | / :
Diécuésish will procede from conjunction; the Féiéfi?ély simple
manner bfljbiﬁiﬁg clauses, to subordination; through which clauses are
organized in a hierarchical fashion by the depth of embedding.
h.é.i ébniUncéiéﬁ
For all speakers, In both Englisk and Spanish, it is extremely {
rare in discourse to produce a sequence of two clauses In which there . J
is not an overt connective between them, or one (usually the first) is °
not overtly subordinated to the other. One of the most extended . ‘;
examples is: . | E
166
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(4.78) there was one boy that was about ten years old. 0 he

was playing. 0 he lost (the game). 0 he got hit iotsa
times.
(HC IZHIBOPXEE)
tn (4.78), the 0 calls attention to the absence of a connective
preceding a main (i.e., non-subordinated) clause.
The 0 is most likely to occur before a main clause in two types
of contexts:
a. Following a subordinate clause; and

b. Before a new discour=: rection.

a. ?oiioﬁing a subordinate clause
(4.79) If they ?ave some 0 they give me some. |f they can't 0
hey do?‘£§ (Yt 11F205LFSS)
Following each if-clause, the main clause is directly Introduced
without a connective. The if-clause is subordinate. A test of
subordination is that the subordinate clause may reverse order with the
_main clause without disturbing the semantic interpretation of the
two-clause unit.- Thus, we also find:

s (4.80) Don't bring it E6.§éﬁébl if you re gna_ keep it.
. , (Js IZHIOSFXSE)

As a subordinate clause, the jféciause may precede or follow its
ié ; ztause., Like wheh?jiauses; iﬁfciéuéés tend to pretéde their main
clauses. It is rare that examples like (4.80) occur. Theérefore, it is
difficult to demonstrate this property of subordinate clauses foi most
speakers. For the sake of anaysis, it was decided that if égz spesker
showed this reversal ordering of clauses for a clause type, the clause
type would bé classified as subordinate. Consequently, certain clause

types that are considered ‘subordinate in the analysis of SE are left

167
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problematic here. This is espectally true of clauses w ch normally
b//;

follow a main clause, rather than precede it, e:Q+, } ause, until,

so (that). In the data there is no 3nd|$ation for /any speaker that

~

these clause types can precede their "main' verbs, although this is « -

possible in SE. Significantly, by their secéﬁé/ﬁBEiEiBB ina
two-clause unit, the connective between the diauses is overt rather
than 0, e:g:t
(4.81) . . . they get their nameion the board because they're —
not paying attention . . . o

e (A0 11F200EX)

- - - LT

The order: Because they're not paying attention 0 they get

their name(s) on the board is not attested to for any speaker.

Some preposed subordinate clauses occasionally are overtly

joined to their main clauses by connectives; rather ‘than 0.

(h.82) if uhm you . put agua bendita then the ébbpks - *Hiﬁg§ go
away, huh? e
(LA 12F200FXSS)
B ) ) o - 727”77 77\ o . ’ _
Sofet imes the connective n_then is used in contexts by some
speakers where it would not occur in SE (or other known dialects of
English):
(4.83) 1| lied to my mother, n then during drill team when we
‘ were running to the auditorium n then | fell n then |
@ landed |ike Superman's flying. S
(8M IIFZOOFXSS)
Here, n_then is used to mark a consecutive event although 0 is
more common among speakers: Similarly,

(4.84) when he crushed him n then he was dead .
i (PQ 12F1062JSS)
and .
(4.85) Probably it was my money, because if l put it on the bed

| (WS 11M205Fxcc)
\ .
165
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“I'n (4.85), WS is speculating about how he ioses money in his
bedroom. '

n all the above cases, n_then connects temporally linked .
clauses. If the first clause of the unit was not marked aa subordinate
the E_Ebéﬂ ﬁérking of the 56¢9n3~cjause would ﬁot vioiafé the usual
kﬁgiish rules of ConJUnctioh.

English syntax. A developmental‘source is posslble; as follows:

The linking of consecutive clauses representing temporally
consecutive avents by n then Is acquired.

1. . . . @i iie S n then Sn thén S . . .

Then the use of ,abordlnatlng devices are acquired, but the
temporal connective Is still used.

2. . . .n then S whén S n-then S

Occurrrnces of n_then In such contexts is relatively rare. The

0-form {5 much more common. This suggests that for the most part Stage
2 has been fully passed for all §5é5§é?§; Further discussion will be

taken up later under further use of n. n_then.

b. Before a new discourse section: In contrast to the use of

|3

then linking temporally consecutive éVéﬁEé; 0 is found when events are
not Eéﬁéééﬁiiﬁéiy BFBéFéa;j More specifically, it marks off sections of
&i§666f§é units which are Eéf closely linked in time:

In the first example, JR shifts from a general statement to a
narrative illustrating his point. Typically, the beginning of the
narrative has a temboréiiaﬁverbiai bhrglé introducing the orientation

section of the narrative:

-
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(4.86) In the house when we bring bonita yk 0 it starts \

smelling oy, .

. . . you feel like barfing. 0 ONE DAY we were eating|

menudo . . . n the heater was on . . !

(JR 12M200FXSE) .

focus. < ;

Sectioning within narratives is also commonly marked by 0

linkage, as 11lustratzd in the following segments of a story by JP.

We started a good fight once. N-n we E{%rgéd throwing
them (= food) at the girls n everything. 0 we got a
fork n we sit there n we move our hands n just flick it
like that

. . . we'd start earing!

them under their feet . .

(4.87)
0 | got some oranges n chucked =
© (JP 12MI100EXEE)

The DU segmant begihgrﬁifh a two-clause abstract in which the
basic action is previewed: This is immediately followed by a
caur=clayse section analyzing the action in more aétéii. This section
The final section given presents a

expréises a habitual procedure:

specific action sequence. It is not procedural, but rather shifts to a

specific evert.
Very commonly the first two clauses of the orientation of a

narrative are not overtly linked. They present independent pieces of

information without temporal ordering:

(4.88) 0 she had a

One time | saw a gir] in my cousin’s rouse.
- (DM 11M200PXSS)

thing she used to put spray on hrr .
or,

(4.89) T..re's this guy R. 0 he's always fooling around . . .
{1G 11F200PXSE)

T
i
3\




165

The first two clauses of MC's narrative above present another
example (example (4.78)). This example is unusual iﬁ‘the number of
.uniinkea claus€s In sequence. |

While independent narrative-initial clauses are often not

 (4.90) There's this guy n | missm . . . o

{16 11F200PXSE)

or by relativization,

(4.91) There was this guy that he went to his teacher n his
teacher said . . . ) o

. (cS 11M10635SS)
of concern iaEéF‘ﬁh&éE discussion of relativization,
s 2

4/5.2 Connectives
g So far it i- apparent théircéﬁﬁéEEiQéE are in common use to link
clauses, and that where they are absent there is a principled basis for
their absence. MNo explanation in terms of bilingualism Is yet

]

apparent. On the other hand, certain occurrences of n then were seen
to be ﬁéh;SE; and possibly &é%éiéﬁﬁéﬁtai in origin.

Further analysis will consider other éspedis of n_then; and will
sroceed to discussion of further connectives, culminating in analysis
of connectives which have both édhjunctive‘(Simpie iiﬁkihé)%éﬁd

subordinating uses.

4.5.2K N _then - o T

For some speakers; the use of n_then or then goes beyond

signalling clearly temporal events. First, n_then can be ds&& to

introduce an évent which did not take place, but might Hiﬁé/Béen

173
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/
expected to in a situstion related to the one represented; e.g.: ;
(4.92) | told m to/put mud on it (= a wound caused by a wasp N
sting) n then it didn't get swol len. L :
. : (vs 12M100EXEE)
Here n-then introduces a négative clause, which by its nature
is not tempcral.
in the next example, n them marks the second of two storles.
There is no temporal relation of siubsequence of the events of the
second DU to those of the first implied:
(4.93) . . : n_then another time it was this lady goln in a
3 car « . o e i
(oM 10M100SSSE)
This use of (n) then to introduce subsequent (in speech) %
members of a list without any intrinsic temporal order is found in
descriptions as well, e.g.: .
(4.94) It's about this big. It's a radio. Then you have a TV
on this side . . . o
: | (XR 11M200EXEE)
This is a segment from KR's description of his room.
- T o L
These uses of n then may derive from a<ognitive strategy of
imposing a tempora! order on units of information, represented in
clauses or larger units, where no order intrinsically exists; The (n) ¢
\then claims that there is a relationship between the pleces of
discourse 1inked, without specifying what the relationship is. It
signals a shift of attention from an already established focus of’ -
interest to a next focus.
7 i S o . -
The strategy is used in Spanish as well as English: ’ _
: B B e o ) e e - . A~
- (4.95). Por ejemplo aquf estd la puerta y luego estd la sala y ’
luego para ac§ esta la - la cocina y luego . . « esta
el bafio, y luego la recamara . . .. . ,
: (LG 12F2102PXSS)
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temporal sequence; as a strétegy for déScription, s transparent (cf.
Linde & tabov, 1974).

One speaker surpassed all others in extensive use of n then in
non-SE contexts:

(4.96) then when he (= the:master) talked to him (- the dog)

so he recognized the voice n_then he (= the dog) didn't

do nothing . . .
(EP 11F200FXSE)

m

P's use of n then above 's of !he type of narrative clause

provides many examples including uses along wlth other connectives.

(4.97) 16: . théh l saad, go. get that liEEié dog or 1

EP: So n then he stops n then he goes back : . .

No hesitation marker or repalr was‘pgéa between so and n_then.

\§1miiariy;

(4.98) he was trying to slap me like that but n then | was too
short so he went shsh: . . .

s .
Finally,

(4.99) 1G: Shsh: | wish | was born in those days, in the
~ 50's, man. ‘it was fun.
Vi ihy?

168: Shsh; it was fun in the 50*s, huh?

EP: Cause n then your parents would lét you do
anything! ¢ .

(V.

it is evident that EP has moved from a stage of:

-

-

.
Ex

i

hen S n then S n then S . . .

to:

Y

2. n then S £ n then S n then S.

BN,



168

where C symbolizes a non-subordinating connective, and § symbol izes

clause.
Rather than replace.n then; C is placed before n then in these
cases. EP is the only speaker in the sample who does this. It is .

important to note tH;t the non-replacement of n _then is variable (cf.

so0 in (4.98) above), and that it does not occur before clearly

subordinate clauses, such as those introduced by when or If: —
.Thé structire of EP's linked clauses is: § € (n Eﬁéﬁ)ks,_wheré

the parentheses Indicate variability in the Bééﬁfiéﬁéé'éf_ﬁ then

following C. ;) | = _ : e
Aibdg witﬁ the few other speakers discussed above, thér |

structure of éubordinafe-malh clause units is: when/if S (n then)

S . ..

s o 7777”777.-' S - - 7'\ 7

For all the§¢.speakérs; a simple count of connectives per
clause will not indicate the non-standard use of their connectives. If
these phenomena indeed represent a less developed stage of clause
| i4kage than evident in most speakers, the use of either simple MLU
measures or connective counts which value frequency of connectives will

put them in the wrong developmental order.

| .
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b:5.28 other connectives

Beside n_then, a number of other connectives are comionly
used. Among them; n alane Is most fiequert, as already seen in many
examples above. The .connective 30 is much iess frequent but is used by
all speakérs who gave extensive narratives: As menticned above, Kernan
(1977) found for the narratives of Biack children that so increased
with age at the expense of n{then): For the 10-11 year olds in\his

sample (three), (n)then or n was much more frequent than so (42% vs\. 63

of total clauses}. A.simple eye-check of the present data showed the
much greater frequency of n_then; n over so: Some speakers produced
narrztives without so at all, but used so on other occasions: ' o
| A distinct use of 56 introduces purpose Eisaééé'(ét; section
4.3.2 (3)). Out of the whole sample, only two speakers, MR AOAD and VL
A0A5, used for instead of so in this way: |
(4.100) remember, they glve us a little bit of recess for
we could play n all that
(MR 12F10D035SS)

(4.101) She's doin that on purpose for théy can't see her..
: (vL 10F1053SSS)

This use of for transparentiy originates in Spanish Esra to
introduce purpose clauses: However, i~ was only used by these two

speakers. It was not used by Iater AOAs who produced purpose clauses.

ih V§EW‘Of the close friendshnp and frequent’ assoc.atlon reported

use of for represents a direct and . fndependent transfer from Spanlsh h
i

for each bilingual, rather than a development from an unknown transfer e

speaker, perhaps one of the two, .and ;dopted by the other. This \ ,

i’
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mechanism is the same as that repoftrd by Labov (1968) for éﬁs Black
English speaking peers who were close 5556&iité§ and aéeéiéié&
éitFéﬁéiy similar grammatical features dlstinct from their other
friends, including a distinctive pronunclaﬁion of the tag, n shit. The

absence of for introducing purpose clauses among later ADAs indlcat‘g
that this use Is not a €-norm nor a T-norm, but rather an idlosiﬁéﬁgtlg
(or rather, bisgﬁafstlgi development . , P4
The use of Qat and (be)cause i also well Fepresented for
all ADAs; but is not as frequent as (n)then ?i so for any speakers in

narrattve. When they do appear, they are used as in SE.

(4.102) he wasn't with no-no gang or anything but he was
with his wife . . . .
(YL 11F105LFSS)
It is the usual form used for contrast, but contrast was not-
commonly used in narrative or other DUs. Alternative methods of
contrasting clauses were not commonly recognized in the data. One
exampie shows simple parataxis with ellipsis in the second clause:
(4;133) Anybody:. could kill him, his brother_nuuh-uuh (*

anybody could beat him up, but not [beat up] his

brother)
(ws 11M165FXGC)

would not indicate whether but had been acquired or ﬁéﬁ,'ék if so,
whether it was used in a standard way.

Similar comments can bé made for (bé}ggggggclauses. Whiié
‘they were relatively infrequent in general, possible contexts for use,

where they were not uséd; were not recognizabie. One common frame for

)
¢




171 , C

(be)cause-clauses was immediately foilowing a "cleft" that's

ﬁﬁz;ciause, e.g.:

(4.104) that's why he never stays late csuse he doesn't
want nothin to happen to him. L,
: (YL 11F205LFSS)
Although there is nothing unusual about (be)cause clauses in
the sample, it is worth mentioning in contrast with observations made

on some other Ehgiish dialects ;ﬁékéﬁ by speakers of bilingual

that's why, as a single unanalyzed form aeswdli, was often used in
possible contexts for the connective becausé, e.g.:
(4.105) hi teik kea mai san, Hep, hep, aeswal mi poa.
. 1 _
. : . \p. 21?)

''he takes care of my son, and helps me, because i'm
poor' (spoken by an elderly Filipino).

.According to their study, second generation adult speakers
often preserved asswai instead of because, but moved it to a position
tolerable to SE-and other vernaculars, i.e., following the

"because''-clause; e.g.: . .
. (4.106) MF47K: = bat kaen wawk, ei? naf dip, ei? (= but
* , you could walk, coul?ﬁ't you? It wasn't
deep, was it?) ) :
MFU5K:  no, waz, waz lo taidj aéswai (= no,

because it was low tide

(from a conversation between two
middle-age second generation Filipino
Sbé?kers reported in Bickerton, 1977, p.
269 S . ~

Nothing of this type .is found for the speakers of this

study; but the close associatiQh’of that's why and because is evident
. o 7{ . 77-7 o B
in the construction (4.104) given above. The Spanish use of  porque for
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a

because is the same éyntactic conte :t as the Engiisn. As Blckerton 5
0do suggest generally, transfer from L' may account for various forms

f0und—among the L2 Hawa i ian English features.

N

younger speaker of English; an 8 year old third-grader, who issued the
. yesr oe Emaraceny |
following complaint about a boy to a teacher in &. school yard:

(4.107) He's always hitting us. ﬁéeause (= but/and?) we
didn't do nothing!
//’ In this case, because may be explained as a marker—of
8éfen§e. Many accusations are in the. form of a gﬁz-questibn=>)ﬁ:'eni
;;i/gre you in the girl's bathroem?” Responses represent1ng a defense
syntactucally take the FBFE Béééﬁie, e.g:, "?S;ausi/;ne stole my comb n

_
ran in there." The speaker appears to;abstract the'speechgagt‘meanlng

of détense;frOm such ekéﬁénééE and uses because to signal defense|in
other contexts: -This may be a more general developmental trend,
is ot a D= or C-norm for tné present (older) age ~roup.
connective used to join temporally consecutive events. The connective
after, with or without a preceding n then, is often used by many
speakers, e.g.: »
(4.108) . ﬁ n_then | saw her. She goes, ay, m'ija = n
g en after t that s when she closed her eyes. N then
after | go, Mom, looP' Come! . . . n—then | went
to call my brother ; . . L
. | (YL 11F105LFSS)

There is no obvious difference between the presence and

absence of after following n then.

One speaker used after as a connective to the virtual

exclusion of (n)then:

-

-

P
l
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(4.109) ' | was at the window n_after It (- earthquake)
started shaking the window . . . after | go

ideophone . ALLEL,tt just stopped. After it

started again. My brotherrwas like this again n

after it hit him, n _after he just jumped on the
sofa.

(S 12M105FXSE)

Ie pegue y Iuego le pega otta vez y Iuegp despues

este dice, por qué no los culdas, y luego 'pues me
meten y luego después me pegan.

In Spanish, Js,zsas v luedo después, lit. n then after

rather than after alone. Thdre 1s clearly. a relationship between his

use of after as a connective in English and y luego despuas in Spanish,

since its frequency far exceeds that of any other speaker in either
'anguage. However, thé direction of transfer, if there is one, is not
zlear.

- A . . . . . . .

The case of JS suggests thét'for other speakers there is the
strong possibility of transfer of connectives from one language to the
other: However, since connective use in thls case is not different in
either language,; this had no effact on comparison with standard
versions of either language. As in the case of EQl clauses, and
nrobably because-clauses as well (in contrast to ths behavior of
®ilipino speakers of Hawaiian English discussed above), transference is
||<ely here wnthout any retardive effects on the rate of acquisition of

‘3 c- (and/or SE) norms. On the contrary, the similarity of these

acquusut«on.
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b.5.3 Subordinate Clauses

Generally, properties of subordinate clauses as distinct from
simple conjo;néd clauses haVe.aiready been discussed in SeétiOnrQ.é.i.
The following discussion will take the order:
1. Movables (MC = Movable clause),
2. Relativization (RC = Relative clause), ,/
3: Pronoun-copying (= PC).
PE is not; strictly speaking, an example of subordination but

has features relev "t tc RC, as discussed in the appropriate section.

4.5.3 (1) Movable Clauses. Movable clauses, such as if and when

clauses (discussed above); are freely movable around their main
clauses. Outside of if and when; the most commonly observed MC is the
after-clause. As noted above, after as a connective and after as a
subordinator are distinct. Besides the property of movability,
after-clauses occurring before their main clauses do not have the final
falling intonation found on main clauses, but rather a §Eéaa§'6f rising
intonation indicating that another clause is about to follow, éx§;i
(4:111) My mom started hearing some things in the clését,

some- then after she had woke up my father n my
father goes, it's Just your imagination. _ .

(BM 11F200FXSS)

clause, and th:c it is introduced by the connective then after, rather
e :

than by after as a subordinator. It is important to note that thé use

of n alone does not indicate that the previous clause is not a
subordinate clause, since it has already been observed that, in some

cases, a connective !inks a subordinate clause to a following main

15y



ciédéé, even though thié may vioiate é' rhs (Section 5.5.2 (A 5 é)
above) .

The following segment shows after used as both a connective
and as a subordinator:

(4.112) So | put It in the oven. Afrer it's

little--after | take it out. N after it's aiready
cooked, | - | put frosting over it. -
(LA 12F200FXSS)

becomes clear. The second after is the connective use «:%f a falling
tone on out. The third after is a subordinator wiih no fall on
clause-fina! cooked.

As a subordinate élaﬁsé, the after-clause is often not
ssectly conjoine to a fullowing main clause, esg.:

(4. N then after | saw the cholos cross the street to

dother street, 0 | just went back.

, - (YL 11F205LFSS)
(Also cf. (h.112) above.)

HoWéVér; the conjbnction Ehgg may ihtérvéné, e.g.:

" (b:114) after the man started to shoot, then this guy got
in a car . . . . o
(4.115) after they do it, then we get the money.
. T (JP 12M100EXEE)

The distinction between after as connective and after as¢

sisordinator wég only ambiguous when anoiher subordinator immediateiy
followed it: o
(4.116) Sometimes | use it, but then after uhm after when
the sun comes out, it gets all shinyc.
(JS 12M205FXSE)

The after-clause is not actually attested to as a movable

clause. In the numerous examples among the speakers it always preceded

15;
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the main clause. Sentences like | always brush my teeth after | eat,

which switch the represented order from the actual order of avents,
were -not observed.

On the other hand, before clauses (rarer than after-clauses
in overall FréQuéncy) occurred in both orders, e.g::

(4.117) . . . in the night before | go to bed; | make sure

the backdoor's locked. -
« « «» he doesn't stay out late. He only comes
before it gets dark. e
(YL 11F205LFSJ)
It is likely that a discoiurse contrajnt faVbrlng identity of
represented order and actual order of evénts favors rightward mcvement
of before clauses ovér that of after clauses (cf. Clark, 1971).

One - ype of temporai subordinate clause éhat is clearly
distinct from the SE norm is the habitual, e.g.:

(4.11'8) everytimé we have to go to the storz; we yo

together. . S
(AL 12F10724SE)

A1l together, 8 speakers were obsarved using this farm (AOA
0-8). No speakers used the SE d{i;rnative whenever .

It is evident that whenever clauses have not developed for
this age group. Whether it becomes a C-norm for older speakers remains
a hatter for further study.

Al} the temporal conjunctians which are most commonly
observed as subordinators also have non-subordinating functions as

well. This holds for before, after, and everytime above:

Much less commbniy observed are other subordinators, either

of a temporal or non-temporal nature, e.g.:

once (4.119) once | get mad, | start-| get uhm iike
this. -
. (1G 11F200PXSE)

4 A 155325
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while (4.126) while he's facing over there; the birds are
taking it. o
(MR 12F20035SS.
since (L.121) since our teacher she always plans
everything or she plans it at the last

\ minute, we didn't do nothing hardly.
‘ (A0 11F200EXEE)

unless (4.122) We go everyday unless she says there's no
enrichment. .

180 11f200EXEE)

Legum et al. (197@) report that unless clauses still appear

to seventh graders. However; there are unclarities about the
characteristics of the sample (Southern Californians) in the cited

article. _
Subordinate (al)though clauses were totally unobserved.

Only adverbial though postposed to its clause was observed: .

(M.IZB) this man was lay g down n_he was alive though.
THC T2M200PXEE)

This provides an alternative to the bat-clause (e.g.. . . .
Sl

5.° -€ was alive); it is evident thai;iﬁéwéffﬁédgﬁ clause does not.
This also indicates that for those subordinators which have
non-subordinate uses; the non-subordinate uses develop first.

The reiatively rare subordinate clause types were only
52s2rved for AOA 0. However; they'Wéré so rare for AOA 0 that it is
not safe to conclude that the absence of them for ACA 4-5 is an
indication ofkdiFEéFéhfiél ability of these two groups in
subordination, nor to attribute the difference to bilingualism.

As adverbs, once and since are much more commonly found,
e.g.: |

(M.IZQ) once this boy, he beat up my brother . .
(ep 11F200FXSE)

XN
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This was used by six speakérs, including an AOA 6-8 spe er,
(cf. Spanish una vez lit. one time, used.by the four speakers in
Engiish)i
(4.125) he has been my friend since long years . : -
- (16 11F200PXSE)

speakers of all AOA, and may be a C-norm (for is also observed for some

' speakers). Its origin is transparently (desde) hace mucho tiempo (1it.
(since) it makes a long time).

(4.126) ella 1o conoce desde hace muchos anos

o - (JR 12M200FXSE) g

temporal from ;s que or como 'since' as a logical subordinator, e.g.,

(4.127) . . . como no tengo '# ‘e . . . por eso yo tengo
mi bike ahf. S
(AA 12M211LPSS)

A final note on comparison of English and Spanish

susordination is in grder. There is little evidence of morphological
transfer of subcrdination from Spanish to English among the bilingual
speakers. If there were, we would expect subordinators to be directly

: o S e o
“21'>wed by that, e.g., after that he went to store, he came right_home

‘z¢. Spanish dééé;éi (de) que).

A1l Spanish subordinators except como 'since' (logical) are
followed directly by que ?BFiéii the Spanish speaters. At first
glance, the Vériety of subordinate ciauses used by the épéékers in

frequently use” in Spanish that it blurs Fhe distinction between

clauses which wouii € conjoined and subordinated in English, and for

18;
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many speakers is quite generally used to introduce clauses of any type,

13

e.g.:

(5.12é) IV: y-y Lque paso despues de eso?

ME: Pues entonces se levantd y me QUISO

} agarrar y que lo.agarro de las grenas y me
pegd aqul bien feo y que yo lo agarrd y

también que le pego que  que lo dejo tirado y que
me voy.

(n)then in comparable English DUs, and thus gue does no: invariably
distinguish subordinate from conjoined clauses.

Apart from the use of que to introduce Spanisﬁ ciauses,
subordinate or not, the development of subordination in Spanish is
still at least as great as in English and can serve as a model for
syntactic transfer reSuiting in Wéii;deﬁéioped Engiish subordinate
clauses.

To conclude, it is evident that conjunctions which have
adve -bi ' uses i English are more extensively used in those capacities
than ws subordinators. The adverbial uses indicate that the
morphological rorms are developed. Their extension to subordinate uses

is fully developed for before and after for AOA 0-8 English-preferent

speakers:

The every time habitual subordinator ic also well developed.

Further, although it could be followed by that either on the Spanish

model or as a type of Engiish réiative, it is not. The SE ‘equivalent
whenever is not used at all.
Other subordinators appear to be deveioped oniy for certain

speakers among AOA 0-5. The (al)though c- is not at all in

15



evidence, although adverbial though is used marking an Immediately
preceding clause. , ;y
Available evidence indicates that these features of

subordination do not distinguish the speakers in this study from

comparable (lower SES) monolingual English speakers. But available
f"‘,, B 77777'7777 e o , ] N
evidence is”not cuffitient to establish this conclusively.
, s _ S

5.3 (2) Relativization. Relativization deserves distinct treatment

from movement <lauses for several reasons. Its structure and movement
properties are distinct from i7her subordinate cisuses; It is the most
extensively studied of Ehgfi;h subordinate clauses for Eiiinguais; it
has a number of separable aspects, as discussed bélow.

Relative clauses are diréctiy.attachéqito NPS. Movement of
the clause itzzlf is only evident for - ‘swfntransitive
clauses, among Emglish vernaculars:

(4.129)s. the guy that | tolu you about left.
b. the-guy left that | told you about.

<

This rightward movement was not evident for any of the speakers.
. If the head NP is moved with the clause, as in:

(4.130) the new guy that-that_acts like m the Bruce Lee,
doesn't he look like it [= him)?

(AR 12M207FXSS)
This is a matter of NP movement; not clause movement. It becomes <
matter of relevance to RC (kéléfivé éléuéé) movement in cases . “he
following: .

(4.131) People who are - who hate to see movius, they're
the boring ones.

(16 11F200PXSE)
- . y— - R - N
Some linguists analyze this as clause movement (é.g.,
chkerton, 1977>§ others as iﬁsgrtion of a pronoun (thé{) without

-
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movement. These {w-<us” w~ii Alscussed as appropriate below.

4.5.3 (3) Analysis of reistive clause types: in this section only RCs

with concrete animate and :n.~imate head nouns, e.g.; a brother who . .

., the man that . . ., things that . . ., are included. Excluded are
RCs introduced by wh-words, e:g.:
(4.132) everywhere you go there's waiting (MC izﬂiﬁarxsexsu

(4:.133) they know where they're gna pass (YL 11F205LFSS)

(4:134) they buy me whatever | want (AR 12M207FXSS)
(4:135) we do the designs how we want (A0 11F200EXEE)

and those whose heads can be replaced by wh-words:

(4.136) | )ike Diana Ross the way (= how) she sings
(16 11F200PXSE)

~In addition; the RCs which contain a possessive referent to
the head NP, are set aside for separate discussion, e.g.:

(4.137) the teacher whose guitar is’broken.

This typé doeés not exist. The equivalent, however, does occur:

(4.138) the one that they broke his guitar.
: (AP 12M200PXSE)

The remaining RCs are classified as S or 0 (i.e., SUBiect or Qégéct);
S-RC is one in which the referent to the head noun is the

(4.139) he has a Ligger brother that came last year
(OM 11M200PXSS)

The referent to the head NP a bigger brother Is the subject

of the verb (came) of the relative clause:

0-RC is one in which the referent to the head is not the e
subject of the RC nor any of the categories excluded above. This
includes referents which are the object of the RC, e.g.:

(4.140) thée First boyfriend that | ever had
' (EP 11F200FXSE)

ldS“;' | -
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Here the refecrent of the head, the first boyfriend, is the

object of the RC. )

Also inéiudea fh O;RC is one in which the referent to the

head is the object of éAprepositibn in the ﬁé, e.g.:

(5.151) ghey even wrote their names n the gangs tﬁéi were
= (AP 12M200PXSE)

Here the référent of the head, the,ggﬂgg, is the object-of
the breposition iﬂ'

it;can bé notéd at this point that the £§£ig relative
ciiuSé structure, also typical of current SE, in which the preposition
must precede the RC and its marker (which must be a wh-word), does not
éxist among the speakers, e.g.:

(4.142) they even wrote their names n the gangs

in whicii_they were
prep. wh RC

Although this st-ucture .is ocligatory in Spanish (6? the
standard variety), it is neveir used in English. To the extent that
speakers use 0-Rf they asever use the tatin structure. Thus, the
speakers.ali zontinue the tradition used throughout the hi%tdry of
English of "stranding the nreposition.'" As Jespersen (1965) notes, the
Latin structure did not come into Jogue in_éé until the éfghteenth
e--s-y (p. BOFF). This fashion of SE has not had any effect on
Engiish vernaculars. The present sampie is no exception. As in the
case of the form of participles discussed above (sectior 4.3.2 (%)),
where SE and vérhécui;r norms diVErge, *he speakers show acqugsifion of
the vernszular norms, not of the SE norws.

The striuctur=l definitions of S-RC and 0-iiC are eqnivalgnf

150
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seven L, English speakers”of various ages and LORs (five of Spanish Ly,

.the others Itéliéns. Among the issue raised by Schumann is the

relevance to L, acquisition of Keenan's (1975) “aciessibility
hierarchy' of referent relations to the verb ¢* ih' rezjative clause.
Keenan's hierafchy is based or the observation that there is an
implicational relatie .~  among types of KCs across languages. In
pérticuiér? hé obser: ~: th.t if only one type of RC occurs in a
language, It is 5-RC. '° there is more than one type, S-RC is among
them. On this basis Keenan argues that this reflects the varying
universai accessubllity of different referent relatnons in/clauses to
relativization, regardless of language. As a universal, the * °*
accessibility hierarchy is interpreted to reflect a

language- independent feature of syntax. It follows from this that S-RC

should be acquired first in any language, and that S-RC should also be

~ more ‘requent than other RCs in the same larguage, in particular ior t2

speakers who are not ''native-like."

The table below compares the aggregate of S-RCs and O-RCs

of all speakers in both Schumann s and the present sample:
Table 4.10 Percentage of $-RC Out of S- and 0-RC for
Present Sample and Schumann's Sample.

Sample | N of Speakers | % S-RC | Total N
Present 35 0.67 214
Schurpann . 7 {/ 0.60 272

léchumann S data are adapted fron nis Table is fhere is awsiight
error in his 0S column showing a total of 14k rather than 147. The

overal] total of both RCs shou - be 272 rather than 273 This has oniv

a minim>i effect on th~ percent..ges, changlng ‘the QS column from 0.53
to 0. 54, and does not change the data on Wthh his arguments are based.

18y
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Both studies provide mild support for Keenan's predictions.
A different kind of support comes from Gass's (1980) study of adult L,
English learners of eight different language backgrounds. in a
Ehéiiéﬁ main clause in 8H§EHéF using relativization, Gass found that
S-RC was avoided less than other types; including 0-RC, whether direct,
indirect or BFEEBQiEiéﬁéi; and that the number of SE relativizations
was greatest for S-RC (Wﬁﬁéﬁ; ?6iiéWiﬁ§ the tradition of ti acquisition
studies;, she labels as “EéFFéEE“); 'iﬁ all of :hé languages from whose
béék&iéuhd the speakers Wé?élaiiwﬁ; O-R€ as well as S-R€ are possible.
Only in one ‘ase, Thai, was 0-RC not possible with the object of a
prgposicioﬁ. Gass concludes that lier findings on the sentence
éombihing,task support Keenan's hypothesis. This is questionable,
however, siace géﬁg of the languages (or at least their standard
versions, as ciscussed later) allow pronoun retention in sub ject-RC,
while several of them (Arabic, ?érsian, Chinese er~ept for direct
" objects) dc allow pronoun retentiorn iﬁ 0-RC. The, Arabic equivalernt of

an 0-RC would be:

3

(4:143) the man that ! saw hi

Since pronoun-retention would cause scoring of an
English-RC as ‘ncorrect (following the SE norm); and the data for the
sentence-combining task is aggregated for all language backgrounds,

results from direct transference of the retained pronoun from L1 would

stil]l favor "correct' S-RC over 0-RC, thus vitiating the relevance of
the results of the sentence-combining task ti Keenan's accessibility
hiérérchy. in thié’case, while the'Study supports Keenan's
J ’
|
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predictions, it does not support an éxplanation based on universal.

factors, rathér than on transference.

In any event, it will be srgued later that basing
prediction on standard verslons of LH; rather than on the L; norms
actually used by the speaker, is unréjiaBié; even If ékééaiéﬁf;

Schumann; in discussing é( his findings; does not conclude
that the mild favoring of S-RC over O-RC supports Keenan's predictions.
Although he does not discuss the basi; for his conclusion, It is
apparent that the reason resides in In?ividual cases where 0-RC i3 more
frequent than S-RC. Interestingle, the two cases where 0-RC
consistently exceed S-RC are the :vo 5-year olds-in his seven }p?akér .
sampiz: Al other speakers are nider. |The two speakers in his table

who are comparable in age to the present|sample fully show S=RC used

more fféquently than 0-RC (Jorge, 13, and hs brother Juan, 10).

While both Schumann's and the |présent study support
necnan's prédicfions, there is gobd reason| to expéct variation among
individual speskers, which vitiates Keenan!s explanation for this
prediction. To begin with, both English and Spanish (and Italian)
creely allow both S- and 0-RC. Therefore, EF relativization is already
es2iozed in tnese L,s, there is no obvious reason why it cannot be
transferred to L,. Certainly Spanish speakefs have no basis in L; for
expecting that English does not allow 0-RC. \But we will now show that
an important factor in the favoring of $-RC over D-RC has no éiééf

relationship to the process of relativization in English at all, but

rather to what_ the speakers are talking about.
|
When we compare the referents of RCs; we find the human

status of the reierent favors subject over object relations. A human

S 19;
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refer~-* 1s much ﬁoré iiﬁeiy to be.tﬁé subject of anlﬁC than its
object. Table 4.11 below displays-the data. : S '
Table 4.11 Comparison of Human Status of Referent In S~RC
and 0-RC for the Spéékérvﬁgﬁblé. 7
o _seRe | owmc |
Eercenfagé human reférént 6,85 ﬁ.iil
N: . 142 4 72
Thiz is undouileuiy & Feature of the preference of humans
for subject pos! aud .,on~humsans for oé}éct position in general,
rather than a featurs specific to rei;tf;e clauses (see articles In Li,
1976, and Givon, 1979, on "topicality' of humans over non-humans, and
_association of higher "topicallty" with subject over object position.
This i% a cross-linguistic Féiiﬁke; by no means resificiedzio English).
As it ar¥eeeg;§§h S-RCs aré mpre likely o have F.man raferents, while -
7 ;" ‘ -

= o
the reverse is true of 0-RC€s. To the extent that humans figure

prominently in a given DU, S-RC is most likely to exceed 9-RC. Cases

-

where non-humans figure more prominently will naturally reverse these
éxbectations somewhat, but such cases are rare outside of scientific
discourse, and are not well represented in the sample. In any event,
whatever is more topicéi to a particular DU, human or not; is iikeiy to
show up in sudject position. As this »Ffersx ﬁC#, S=RC is more likely.

We conclude that tne favoring of S-RC -~ * is a reflaction of the [

mirror the global favoring of subjects over objects in DUs. (n the '
most obvious case; this simpiy;means that more subjects than o' . -ts
will appear in DUs, whether relative clauses or not, because more

clauses' have subjects (in fact, all clauses have §§ﬁ£éc£1¢ subjvcts)

e .
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than objects. In the less obvious case, human subjects are more |ikely
than non-human subjects, and in sheer numbers humans are so much ﬁore
likely to relativize than non-humans that S-RCs will exceed 0O-RCs.
Since this depends on tha topicality of humans, these generéi
expectations will be.reveréed, in some cases, but it will generally
confirm Keenan's predictions, although not for the reasons he suggests.
| It follows, then, that the above data do not support an
argument based on universal access adapted to L, acquisition at the

expense of transference of i.i tendencies to Lz, but rather depend on

topicality features of discourse which are independent of language.
Another feature of RCs which has been considered relevant
to acquisition studies is the relationship of the head noun phrase (NP)

of the RC to its own clause. Although, as noted above, there are
possible cases where an RC can be separated from its head noun; this
never occurred for the speakers: The head noun was always aiFeéEiyl
followed by the relative clause. Therefore, there is a direct
relatlonshlp between the position of the head noun relative to its own
clause, and the positlon of the RC relatlve to the hlgher clause.

As in the case discussed above, two relations of head'noun
'subject and object are the same as used above. An RC will be re%erred
to as an S-H (subject-head) if the nead of the.RC is the subject of the
main clause, e.g.:

(4.184) the ladz that used to like him remembered,f
: lLA 12 FZOOFXSS)

Here the_ ladz is the subJect ‘of the ﬁg\: V;;L remembered. Thus, the RC
type is subject- head.

195
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Three featurs of RCs are coded for future reference, in the
following order.
1: Subject- or Object-Head Status,

2. S- or 0-RC Status,

3. Position of the head relative to the verb of the main
clause; as B (= before) and A (= after).

Thus, (4:144) above is SSB: The first S indicates that it
_ is an S=H RC. The second § Indicates that it is an S-RC. The final B
indicates that the S-H (both the head and the RC) occur before the
verb. . 7
The following S-H is coded as SOB:

(4.145) the next thing | see was the skeleton
(LA 12F200FXSS)

Here the next thlqg is SUbJeCt of the mann verb was. It
differs from the other example in that it is an 0-RC, rather than an
S-RC.

The next example is coded as SSB:

(h 146) those two kids that came from outa space, they
Jeokedglike—humans.

(MC 12M200PXEE)

Here those two kids is Eﬁé subject of the main verb looked

(like): This SSB differs from (4:145) in that the main clause has a
oronoun with the same syntactic relation (i. é;; subject) as the head

NP, i.e., they = those two kids: Th:s wnll concern us later.

An example of an 0-H is

~ (ﬁ.Ih?) we had a friend that llved next door to us. .
: ' . > (LA 12F200FXSS)

S
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This is coded as OSA. It 55 an 6;H witﬁ tHe Héad a frfend
as object of the main verb had. It is an $-RC (réfereﬁt is subject of
RC verb lived). The head is after the main verb.

(4.148) 1 don't know the ones (= superstitions) that they
believe.

(JS 12M205FXSE)
This 0-H is coded as 00A. The head the ones is the object
of the main verb know. It is an 0-RC (to the RC verb believe). The

head is after the verb.

(4.149) Like a_lady he really hated, he sent some crows to
: o kill her. -
: (BM 11F200FXSS)
i . .
This 0-H is coded as 00B: The head a lady Is object of. the
higher (main verb relative to the RC) verb kill: The RC is 0-RC (the

referent is object of the RC verb hated): The head comes before the

main verb kill. The pronoun, her, identical in syntactic relation to

the head NP, i.e., her = the lady, will concern us later.
Included as O-Hs are "objects" of the verb be; e.g.:

(4.150) there was a gate that said '"Keep out! Dangerous!"
(AP 12M200PXSE)

This is coded as 0SA.

(4.151)  1'm the one that gives m to her.

This is also coded as 0SA:
Excluded from the count are RCs which occur without main

clauses attached, even if the main clause is recoverable from

5urrounding disébuise, e.g.:
(4.152) DM: Gypsy's like a bad gang. But- the smallest's

the captain; but the rest are old, huh? Your

friend. The one that broke his leg, huh.
. The one that has a Schwinn: 7
WS: Which one? Oh, T? , -
DM: Yeah. Is he M- does he know M, the guy?

195
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As defined, the distinction between S-H and 0-H is
comparable to Schumann's data (op: cit.). The table below compares the
distribution of H-types of the present sample with Schumann's sample.

Table 4.12 Percentage of 0-H and S- and 0-H for Present

Sample and Schumann's Sample.

Number of | I 4J

Speakers % 0-H . Total N
Presént 35 0.79 i622
Schumann 7 0.89 272

Schumann suggests that this distribution supports Kuno's

(1974) claim that central embedding (i.e., the SSB type) is

perceptually more difficult to comprehend than the right-embedded type.
Thus, speakers should tend to ayoid this type, making it rarer than the
réght-embeddea type. Crucial to Kuno's argument is tbat the central.
embedding separates the subject from the éggg. '
Implicit in this argument is that sentences |lke the
following might confuse speakers as to what the subject of the main
(4.153) the one that gaiﬁs it tells what to do:
(AP 12M200PXSE)

In context the subject of tells is the one, not it. This:

possible ambiguity can be avoided if the subject head is positioned

immediatey befcre the verb. But then where does the RC go? Cases like

the one tells (what to do) that spins it are totally absent from the

data.

2Exclusion of unattached RCs reduces data from 214 in Table 4.12

- \\<£g\ig?,;but does not.exc]ude any speakers.

[ - ¢
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Postposing of RCs which intervene between a head NP and its
main verb is not apparent. In point of fact; position after the verb
is somewhat less favored for kés than 0-Hs as a wholé. The table below

(postposed) RCs appearang after the verb of the main -clause.

Table h, 13 Comparlson of Percentage Object Head Relative
Clauses to Percentage of RCs Following the Main

Verb.
, - 2 ﬁC Séter I N l
% 0-H main verb N
0.79 5.7 l i62 ’

The difference between the two percentages in the table 5

totally due to preposed objects (10 in all), e.g.:

(b.154) A1l these things_ _you'd think a_sixth grader can
do [they're afraid of. ] Type 00B

(AO 11F200EXEE)

Thus, while S-Hs are never postposed, with or without their
head NPs, O-Hs may be preposed by some sﬁéékefs, always with their head:
NPs. jn one case, the preposung of the O-H results in a proﬁoun that
would be obligatory according to SE norms: 7

(4.155) the new guy‘Ethet = that acts like m‘theigiucefff

Lee ], doesn't he look like it (= him)? Type OSB
: ‘T‘h 12M207FXSS)

Cf. all these things they're afraid of of

but not, the new guy doesn't he look 1ike 073

(Whel’é 0; indicaté's aBSence O% a 'pronominai reference).

3NPs cannot be moved in front of clauses such as questions and not

leave a pronoun copy in place. Full discussion is beyond the scope of
this report. .
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In other cases, where the pronoun occurs it is not
'obiigétory in éég e.g.:

(4.156) the thing [we do in the book] | don't like it

: Type 00B L
(AL 12M10724SE)

that is, the tﬁing [we do in the book] I don't 1ike 0: does not violate

the norms of SE.
When the pronoun referential to the preposed NP (+ RC)
appears in place; the main clause is syntactically complete on i%s own.

Thus, 1 donit like is not syntactically complete, but | don't like it

is: Although some speakers use preposing without leaving a pronoun

clearly preferred by most speakers, leaving main clauses complete on
their own. This behavior extends to S-H as well, as anticipated above.
The following example shows both possibilities for S-H:
(4.157) the people [w - who are in this team]; they try t
- kick it over there. N the people [who are in thi
 team] 0 try to kick it over here:

[T YK X

(JS 19M10055SE)
In the first case, the main clause is complete on its own,

théy try to kick it. . . . In the second case; the main clause is

split between the people (subject) and try to kick it . . .

(oredizate), separated by the RC.

The Foiiowing table anéiyzés the incidence of pronoun copy
for each of the four RC types fn which the RC occurs before the main
verb. Only those cases where variation between a pronoun copy and 0
is possible are counted as possible contexts. Fgr case of reference,

“the four RC types are exemplified here:
1. $SB: the man that saw me (he) left (his wife)

2. S0B: the man (that) | saw (he) left (his wife)

195
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3. 0SB: the man that saw me his wife left (him)

4. 00B: the man (that) | saw his wife left (him)
Note that of these for types, If the pronoun copy is omitted, only for
type SOB will the verb of thé RC and the main vérb come in contact (2.

. saw left . . .)

Table 4.14 Percentage of Pronoun Copy for the Four RC

Types that Occur Before a Main Verb.
RC_Type.
sse | sos | oos | oss

'i Proﬁoun Copy ﬁ;?s 0;36 6;88 i.ﬁﬁ
N: 25 10 8 2
The pronoun copy is highly favored except for type SO0B.
This supports the notion that perceptual difficulty is involved in
avoidance of central embadding, as long as the embedding -involves SS8,
where . . . VN} V . . . is in danger of being interpreted as . . . V]

NV . . . (where ] indicates the end of a clause--in this case the RE--

and V symbolizes a verb, e.g., spins, tells, and N symboiizes a noun,
&.g., it).
But the explanation of perceptual difficulty for the

relative rarity of SSB, even when the pronoun copy is used, is quite

unclear. In a case like peuple who hate to see movies, they're the
boring ones, there is no clear-cut central embeddirig. The main clause
is not split between subject and predicate. Nothing intervenes between

them. Why should this type of clause sequence be any more perceptually

difficult than: Some people hate to sue movies n they're the boring

195
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ones? in both cases a pronoun refers back to a previousiy mentioned
NP. '
While perceptual difficulty may play a role in disfavoring
S-H over 0-, It is not a satisfactory explanation when $-H does not
involve central embedding. Yet even without central embedding S-H is
_disfavored over 0-H. The explanation is more likely to lie in the

discourse function of relativized NPs. In particular, it may be the

case that the difference in the information status of subjects and
objects favors relativizaiion of objects more than subjects. Subjects
are usually previously established in discourse, i.e., they refer to
given informat ion. New information (i.e., information not given or
deducible From previous discourse) is usually established in ob ject

position, especially in there was/were . . . (existential) clauses, but

also in many other clause ‘types, e.g., | know this guy, | have a friend
(Li, 1976, Givon, j97§).h If the information in the RC is new it is

(4.158) e it's éﬁéﬁi some animals that grow big; like
bees. e

(€S 11M10635S5)
The information in an S-H is iikély to be given, already

£:t2b's~ed or deducible, and serves to indicate one from a number

ey

possible referents of a subject NP, e.g.:

(4.153) My brother [that's older than me] is sixteen.
(MC 12M200PXEE)

. ,,hThé notions of given and new as they apply to RCs are somewhat
similar to_the térms specified and defined, réspectively, as used in _
Bickerton & 0do, 1976, pp. 127ff, and pursued by Bickérton, 1977. This
will be taken up later. . :

<Yy



Here MC has already established that -he has an older
BFBEE&?; The RC Funétibﬁs simply to fndicateIWFith my brother M€ is
referring to. Similar observations hold for the Otger cited S-Hs a-2
O-Hs: All that is needed to complete the argument is to establish that
RCs containing new information are more common than RCs used to
disambiguate referents on the basis of already giggﬂ information. Then
it will follow that 0-Hs are more common than S=Hs. ' This will be
pursued later in the discussion of pronoun-copying, which' compares
structures such as:

(h.léd) the guy ffﬁét was paralyzed], EE Qas Siéépihg n

the bed

(1P 12F10054SE)
with
(b.161) My uncle, he's a teacher . . .
- (AR 12M207FXSS)
At that point, we will also discuss whether or not there is any Spanish

support for pronoun-copying which preserves full ciause structure (see

section 4.5.6).

4:5.4 The relative marker. Three relative markers (Rﬁé) which link

head nouns to RCs are that, who and 0, i.e., the absence of any marker.
“-er2 are no clear cases of personal pronouns (e.g., he, she, it, they)
o92i1g used to mark relative clauses, although this i3 noted by
ééckertbé‘(1977§ for both L, and L, Hawaiian English gpéakér;, and is
also reported by Schumann (1980) for some L, Engiégh speakers with
cohcurrghiiy undeveloped negative structures. The speakers in the
pr§5éntv§amp1e are too well advanced to show this pbssibié feature, but
there are s;ruchres which will be relevant later in fheidiscuésipn
where cdpsiaératibnb of personal pronouns in RCs becomesian issue.

o o o {

QUL
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The following examples illustrate the three RMs:
(4.162) the little one shgt was three years old . . .
o N ] (BM 11onorxss)
(4.163) . . . the one who translated it
S N S B (NE IIFZOSFXSS)
(4.164) . . . those kind of chclos 0 there is right now
i (AL 12F10724SE)
In the Spanish of the speakers, the RM invariably used is gue.
Nc 0 forms nor other forms, e.g., quien, were found. The absence of 0
forms conforms to expectations based on Standard Spanish. However, the
absence of any other morphological RM shows a more restricted form of

RM-marking than the standard language. Also as noted above (end of
section 5;5.3.(1)), que is commonly used to introduce all clause types.
The use 6?4!5§ is relatively rare and restricted entirely to
S-RCs. The following table shows that it is gradient by AGA group; and
this shows the clear L, acquisitional pattern. The table also shows
the percentage of use of who for all S-RCs, indicating that it is
reiativeiy rare even among the AéA groups for which;it occurs.

Table 4.15 Percentage of Speakers Usnng who as an RM in S=RC
and Percentage of Use in Total S- RC by "AOA Group.

2 Speakers (N) % Total Use
| usingonce . }in S-RC_(N) _
AOA 0 0.43  (14) 0.22 (99)
A0A L4-5_ | 014 (7)) - ] 0.09 (Lh)
AOA 5-8 0.06 (5) 0.00 (51)
ADA 9+ 0.00 ( 2) 0.00 ( 3)

Transfer is ruled out in this case since equivalents of who as
RM are not observed in the Spanish data. The low 6vékéii use of who

/

- 205
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appears to be a developmental feature for this age group, regardless of
AOAES

other wh-forms, started to be used in the Middle English period (ca.

14th century). The use of that as an RM is older and continues to be

‘more frequent in written English (Jespersen, 1965, pp. BOff;

Huddleston, 1971, p. 231).

Possibly the option of who for that never spread to younger

qﬁiidrén in most English vernaculars, and just begins to develop in mid
to late preadolescénce (after the age of 8). The Spanish equation of
already apparent in English at all age levels. No instances of whom,
which as RMs are observed; even in the most likely non-standard
construction found among adolescents and adults, e.g.:

(4.165) | can speak both languages, which they [=Mexican .
nationals ] can't. : o o
(JA 64m, Venice)

in which the entire predicate is relativized.
The choice between 0 and that is a more complex matter. The use
of 0 may derive -either from adoption of vernacular (and SE) norms,

which are found throughout the recorded history of English, or may

indicate failure to have developed the RM that.

: Scofer (1972) reports the rarity of who introducing S-RCs for
adult lower SES Philadelphiaris (e.g., footnote on p: 311): In all only

12% of a sample of S=RCs from 15 speakers showed use of who as RM (p.

344), In contrast, Quirk (1957) reports that a university educated
sample of British middle class speakers used who ‘for S-RC in 93% of the
possible contexts.
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At first glance, there is little evidence of failure to develop
the RM. For S-RC, where an RM is obligatory in SE and most
vernaculars, there is only one case (out of 142 possible contexts),
whch 0 was used rather than an RM: |

(4.166). there were only two of m 0 iive&! Type 0SA

' . - (vn 12?1055533)

For VM; AOA 5, this Is the only case out of 9 S-RCs:

speakers of this ‘age group despite ample opportunity. RM 0 is never

found for SSB, e:g:, the one 0 [had the gun] did it: This type would

violate the constraint proposed by Bever & Langendoen- (1971) and would

result in perceptual difficulty, presumably because the first verb had

w#33!4 be in danger »f being interpreted as a ‘main clause verb, ﬂather

than an R€.verb:
For other speakers 0 and that alternate only for 0-RC, as in all
English vernaculars and the standard, e.g.: - s
(4.167) that's the part 0 [1 1ike to do]
S (IP 12F1005“5£)
(4.168) the part that [I Iike to do. most] is when . . .
. (same speaker)
The table below shows the percentage of speakers using 0 as an
a® 3nd t1e percentage of use of the 0-RM for each AOA group in 0-RC.

Table 4.16 Percentage of Speakers Using 0-RM and Total
Percentage of Use for 0-RC by AOA.

ZfoffSpeakers - % of use per :
| using _(N) | total 0-RC (N)
!
AOA 0 0:92 (13) 0:41  (41)
ADA 4-5 0.14  ( 7) 0.06 (15)
AOA 6-8 1.00 (3) | 0.88 (16)
AOA 9+ -- -
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The pattern, or absence of it, is quite strange: Possibly AOA
4-5 shows little use of O-RC because most speakers are
underrepresented, and would resemble AOA 0 more if data were increased.
However, the four speakers producing 3-4 0-RCs each show no 0-RM at
all: Distortion due to underrépréséhtatfbh is unlikely. On the other
hand, the extremely high percentage of 0-RM for AOA 6-8 may suggest
failure to develop RM that in English (or to transfer it from Spanish)

in the 0-RC context. It is well established in S-RC, as mentioned

above.

Because the table offers little enlightenment about effects on
the choice between 0 and that for marking 0-RC, nothing will be.
concluded except that no obvious transfer takes place in 0-RC marking.
The source of 0-RM remains problematic between L2 development and
monolingual English vernacular patterning:

Further problems in the ;iEéFﬁéEiBh between 0 and that, leading
ultimately to problems in recognizing all possible contexts for RCs,

4

3-e 4is-ussad §Mmedfétéiy Eeibw.

4.5.5 Pronominal trace and further development of RC: Up to this

soint only S- and 0-RCs have been discussed. Possessive (also calied
genitive) RCs have not figured in discussion for a number of reasons:

head NP; e.g.:
169) this Miss R, she has a iittle girl that [her name is
. (ME 11F205FXSS)
" @ .

on would be: . . . a little girl whose name is L.

2uU5
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In the actual construction used by the speakers; the possessive
relation is marked by a pronoun in the RC. A biBﬁbdh in an RE which is

referential to the head will be called a pronominal trace, or simply

trace for short. In.(4.169) above, the head of the RC is a little
girl. The trace is her. It is possessive. Similarly,
(4.170) . . . the-one (- teacher) that [they (= vandals) broke

his guitar]
(AP 12M200PXSE)

In (4.170), the head noun of the RC is the one. The trace is his.

Again, the §E‘vet§§on would be: The one !h2§§ guifar théy
broke. '

The trace possessive RC construction is known throughout the
history of English. Many examples occur in Chaucer, e.g.,

(4.171) All ‘were they sore (= very) i hurt, and namely one that

(i.e., one whose breast-bone . ..
(ef. despersen, 1965, p. 110)

The present speakers may éiéiii be ﬁFééeFViﬁg the vernacular

Standard Spanish has an equivalent of the SE norm whose in cuyo,

(4,172) . . . un pequefio pueblo cuyo [nombre he olvidado] o
’ (Ramsey, 1956, p. 202)

' The standard alternative Qg/é quien as in:
(4:.173) .+ . . mi esposa a gulen [ya 1é empezaba a doler la
cabeza] Ce .
(op. cit., p. 203)

was also not observed. As mentioned earlier; the Latin relativization

"norm of Prep + wh-form (of RM) was used neither in English nor Spanish.

.
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The Spanish norm actually used is syntactically equivalent to
the observed Engiish norm, €.g.: |

(4.174) teafa una- una hija que [su esposo estaba mal del

corazon]
: (RR 11F10715SS)
This is exactly equivalent to: She had a daughter that [HEF HGEEaHd
had a bad heart]. ‘

Thus, trahsfe: is not out of the dueStfbh. ‘However; it is at
least as plausible that the same strategy is used by speakers for both °
languages, without the question of direction of transfer belng raused.
Recall that RR is a Spanish-preferent speaker with Iimlted o
morphological control of English (cf. section 3.4.1 (2)).

The form of the RC actuaiiy used for posséssive resuits in a
clause. If it were not for the RM £h§£; it would be difficult to
-ezogriize the clause as RC. ‘56556§e 0-RM were possible for such
st-.ctiras. Tne result would be:

(&.i?é) e « « |l -know this girl 0(?) [her name is PJ], n she
useta live next to me:

There any many such cases in which possible context for RC

oécurs: These may be analyzed as independentpéiauéeégﬂbi as RCs

precasded by 0- RM. This type of possible context is partiéuiafly common
in the data in introducing new referents, and fmﬁediateiy fdentifyiné
them by name; e.g:: :
(5.176) there was this girl 0(?7) [her name was Al.
(EP IIFZOOFXSE)
If all structures of this type are considered possible contexts

for RC, the 0-RM is more frequent than the use of that. Alternatively,

207
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one might conclude that relatlvizatlon has not yet developed in these

contexts.
Rarest of all were other pQSSibie constructions for 1ntroduc§ng
new.refeients{ahd naming them, e.g.: |
(4.177) there's a guy [namé(&5§ R]; he lives . ...,
' (CS HH1063SSS)

(4.178) The boy' s name is E Ethat lives there]
, (VH IZFIOBSSSS)

Only under this condition might one say that the RC is moved to
the right (cf. section 4.5.3 (2) example (4.129)b above), i.e., to
avoid: the boy that [lives therel's/his name is E. The only other
case of possible right movement was: | “

. (hii7§) the guy' s name was R, theeene 0 [I liked]
' (AL 12F1072k35)

but in this case a NP the one refers to iﬁeegUY; There is no ébﬁéféﬁf

reason to consider this right movement, rather than the so-called

K

lafter-thought' pattern (Givon, 1976) with no syntactic binding to the
preceding main clause, cf.:
{5.183) ... . we went last week, me n Hector.

(JP 12M100EXEE)
The possessive RC illustrates the vernacular pattern of English.
As with the use of that rather than who, the influence of SE is not

sse~, . B

oppoéed~;o establ ished vernacular, for the possessive~RC, there is one
further RC construction contéinfng a trace where aéveiopmentai.Stage in
rélativization is evident. This occurs in the S=RC.

4

The S-RC is observed for some speakers with a trace pronoun,

2U5

-
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(4.181) there's a girl that [she got white ones (= shoes)].
(JR lznzourxsel

The norm of SE and known current English vernaculars would
‘predict 8 rather than a irécé, i.e.;, a girl that [0 got white onesJ.
The following table shows that the trace is found among speakers

of ail ADAs in S-RC.

Table 4.17° Percentage of Speakers Using Trace in $-RC and
Percentage of Trace for All $-RC, by AOA.

% of Speakers using L

trace in S-RC (N)___ .| % trace total RC
AOA 0 .23 (13) . <09 (4h)
AOA 4-5 29 (7) 09 (44)
AOA6-8_  f B0 (58) | . .08 (51)|
ROA 9+ 00 ( 2) .00 ( 3)

In contrast, there is only one case of trace with 0-RC:

(h.iéZ) he s the only one 0 [they took him to Jail]
(vs 1zn1ooexee)_

VS is a monolingual Engish speaker.

6fherwi5é,'thé norms of 0-RC are the same as for éénand most
vernaculars, e.g.: -

.- (4.183) that's the only one [I went to 0] o
(MC 12M200PXEE)
but not
.+ + [1 went to it ]

The preference of the trace in S-RC rather than 0-RC contradicts
applicability of the hierarchy of accessibility to development
according to the predlctive formula:

1. Ebsthideépfééa among languages (0-trace in S-RC rather than
0-RC);

implies:
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2. Easiest to learn (predicts O-trace in S-RC);
impiiesi

3.. 'Quickest to develop (2 edicts O-trace in S-RC exceeds
0- trace in 0-RC): .

Vhtle the norms of standard Spanish insist on O-trace in S-RC,
the trace also occurs in the Spanish of some speakers; e.g.:

(4.184) Dlarto-aquf viene una mu- una nina - una girl que - una

muchacha que [ella siempre nos anda poniendo en
trouble ] S
(AA 12M211LPSS)
"Recall that AA is a Spanish-preferent speaker with high
‘fesistance fo'éhgi@éh (Section é.ﬁ.i (i)j.
There are analogs for the construction in the history of English
and Western Romance;

(4.185) les beles dames courtoises que [eles ont il amies ou ii

avoc leur barons].
(the beautiful ladies that [thex went as frlends or

W|th their lords])

-{Jespersen, 1965, section 5.6)
from 01d French, and

(h.léé) a knight there was . . . that [fro the time that he

first began to ride out, he loved Chivalryl . . .
‘ (Chaucer; cited by Jespersen, op. cit.)

iq the exaﬁblé,,@ﬁé syntactic distance of the trace from the
ma‘~ zlause (a clause intervening) would make the subject of the RC
less accessible than one in which the tféééA&iFéEEiy follows the main
clause. However, the example continues the 01d English tradition of
relativizing complete clauses (with traces) for all syntactic
relations, i.e.; subject, object, posséssive. The earlier RM with this
function was the, later replaced by that, e.g.. : -

(4.187) Jacob, the [our lord showed him his nebschaf (= face)]

T (Jespersen, op. cit.)

Riuy
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The tradition appears to survive in current vernaculars oniy:
‘with the RM which, as in Shakespeare's example:
(4.188) | had daughters which [they (= the daughters) will (=
wanted to) make an obedient (=submissive) father].
(King Lear 1.4.255)

As mentioned above, which is not used by the speakers.
Furthermore; in all cases counted in Table 4.17 the trace immediately
followed the main clause, e.g.:

(4.189) | had a teacher that [she only knew English]
(LA 12F200FXSS)

In all there are 12 cases. Of these, 10 follow indefinite

a or a demonstrative, and represent referents

T
[(]
o
Q
("}
-
3
[N
B
X
[ X
Q.
[l
~ !
1}
T
ol
L B
-
(']

mentioned for the first time. The examples above (4.181-189)
illustrates this tendency:
Table 4.18 below shows that the distribution of trace among

S=RCs, éccbrdfhg to the informational status of the head; ‘is aﬁffé

striking; compéred to the distribution of $-RCs without trace.

Table 4.18 Percentage of Trace and No Trace S-RCs According to
lnfbrmat!ohal Status of Head.

informégionai,Stétus Of”Head,

Percentage of —~ _ _ DEF_| INDEF | N
0 (i.e., No) Trace .57 43 130
Pronominal Trace 17 .83 12

V%

otherwise referring to a referent previously mentioned. All other

Counted as DEF (definite) were all heads marked:by the, or

heads were classified as INDEF. These include a great many examples of
singulars marked by a and this (unstressed); and plurals marked by. 0,
' some, or these (unstressed). S-RCs with traces show a strong

" preference for INDEF that $-RCs, as a whole, are indifferent to.

21;
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The use of trace S-RCs Is strongly remniscent of theé possessive

RCs Introducing proper _names of rsfarents whose head nouns are

indefinite; new information.
" Similarly, the issue of possible context appears in the

comparison of trace S-RCs, e:g.: -
(4:190) there was this guy that [he went to his teacher] . . .
(CS 11M10635SS)

and .
(4.191) there was two sh- cholos (07) [t they were smoking al -
(YL 11F205LFSS)
'd
or
° . {4.192) they have big firecrackers (0?) [they break bottles n
all that]

or

(4.193) there was a man (07) [he fell tn the waterl.
(AP 12M200PXSE)

In aii.tﬁese cases, reiativizati?h of fHé SéCﬂﬁd ciauselis
possible. The trace S-RC indicates a syntactic link between the kind
~ of two-clause sequence exemplified above and the more common type
without the trace; e.g.:

(4.194) there's a lady that [0 went on a roller coaster ]
(ES 11M10635SS)

ere g‘ symbollzes absence of the trace.
< These three structures suggest the following order of
-development :

1. there was a man [he fell in the water] (iﬁdebeﬁdéﬁt
' clause);

2. ther§ was a man that [he fell in the watar] '(bihdiﬁé with
that); :

3. there was a man that théeii in the waterj (“ﬁoﬁmal”
relativization with trace deletion .

=Llc
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However, it must be noted that stage 1 does not cease to be used
as 2 and 3 develop. At stage 2. that has the appearance of a
conjunction conjoining two sentences of Independent status. There are
other structures which support this analysis of ;hgg at stage 2, e.g.:

"(4.195): N in Apocalypse Now there's a China (= Spanish for
-Asian woman) n [she throws a grenade] =
- T (DD 11M200LLSS)
or ./
(4.196) there's this guy n [i miss himl. -
o ' - - (1G 11F200PXSE)

in DD's exampie the conjunction n (= and) conjoins two’
independent clauses. The second clause is a possible context for S=RC.
In IG's example n conjoins two independent ciauses;_and the Sééon& is a
possible context for 0-RC (i.es; : . . this guy gﬁgg'ti miss]).

In one case; the conjunction n_then is used to conjoin clauses,
in which 0-RC is possible:

© (4.197) we got one of these long sticks n then [you hang your
clothes on therel. S
(JR 12M200FXSE)

This structure suggests: one of these long sticks that/0 tyou
hang your clothes on J.

In aii these cases, speakers had well developed RC structures
for definite heads. The indeterminacy of whether to relativize or not
is largely restricted to sentences which éad new information about a
referent newly introduced in an immediately preceding clause.
Hesitation is apparent in utterances like the following:

(4.198) | know a teacher - that was - that was - she's a drama

" teacher. A
(MC 12M200PX.E)

215
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Bickerton (1977) notes that for L, and the oldest (observable)
L; Hawaiian English-speaking generation; structures of this same type
are the least likely to be relativized (p. 131), e.g.:

(4.199) wel yu get dakta 0 gi kam (i.e., there .are doctors
- that come ). '

Bickerton reports that Qi is typical of all RCs in L1 Hawaiian
English (which he identifies as a creole). Thus, he claime that the
structure uttered by an L2 Filipino speaker:

(4.200) awl diz bigshat pip! 0 [dei gat plenti mani] de don kea

(= all these blgshots “who | 0; have lots of money don't D
care)
would have gi in L1-Hawaiian English: ;

(4.201) ?wl diz blgshat pipl 0 O [gat plentl mani ] de| dor kea
p. 288)

Four of the five examples given by Séﬁbhéﬁﬁ (1980), in which

(4.202)- i + . there was a the doctor the doctor the doctor Lhe

came fromJ.
(Gluseppe, 8bm, Italian, p. 128)

According to $¢Humanh,;§fusebbé varies between the trace and a
relativizer in his overall buf;ut. However, Schumann does not
distinguish the heads of these RCs by their information status (e.g.,
4efi4ite or indefinite). Schumann actually suggests that the trace, in
examples such as (4.202) above, is a substitute for a relative marker,
i.e., for Shgi or !hg. Andthér‘éxam?ie from five-year old Spanish
speaker;, Cheo, is similar: |

(4.203) He got a friend [he speaks Spanish ] -
: (Schumann, op. cit. p. 128)
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Cheo variably uses an RM in positions where it is obligatory in
SE, according to Schumann. Cheo's sentence above ié quite equivalent
to the Foiiowing senfence.by 65; th which both the RM and the trace are
" extant: ?

(4.204) | have a friend that-m that [he m hg_knbw only English]

T ‘ ~(0S 12M1082555)

As Schumann notes; although without distinguishi%é the different
informational types of head + RC; the notion that RC development
proceeds through stages; from 0 marker to marklng by Eergonal pronoun,

to marking by relative marker, is quite problematic. The\alternatnve
\

the speakers in our study.

First, the personal pronoun is not demonstrably a 5|gn of

relativization rather than of an independent (and complete) clause, but

only of a possible- and not obligatory-context, for any of_ﬁhé

speakers. Secoﬁd; the relative marker may co-occur with théigfon6Un
‘w- "z nags heen here céiied a siggg), as if it simpiy tbhjdi;éa two
< zepen ‘ dent clauses. Unlike Hawalnan English, the evidence ;uggests
taat the speakers learn to apply deletion of the trace of the;e RCs,
rather than éi;eady omit the trace before the RM that develbp%. ‘fhe
following structure is not found: 3 : \

(4:205) 1 have a frlend 0 [ﬂ know_ oulyfﬁqgiish] l

(exéebt in the single case by an AOA 5 speaker (example 4.166 ﬂbove)
While it may be the case that at earlier stages of RC i
.acquis%tibn, structures of this nature are common, there is no evidence

* S 215



(4.206) 1 have a friend he [QI know only English]

where he s not a trace, but a substitute RM. . For the develcpment of
Hawaiian English, Bickerton argues at- great length that relativization
does not develop through conjunction of clauses, but rather that
somehow (iniénfibnéiiy; he suggests; without further discussion)
subordination is already present before any ﬁéFkiﬁg is seen (55;
327FF)- However; the case he considers involves a head marked by

(4.207) da gai 0 [0, gon lei di vainil fo mi] bin kwot mi prais

{i.e:; the §uy who [was gonna lay vinyl for me] quoted

me a price)

:Thé crux of Bickerton's argument involves the impossibility of
the/that marking an NP (i.e., gai) when the NP is new Information (not
previously mentioned) and is not the head of RC. We cannot pursue the
point for the way the is used in Hawaiian English (Bickerton does not
-5 sze 33/20 i Hawaiian English). However, it Is true of SE. This
‘use of the is referred to as homophoric by Halliday & Hasan (definite
only by reference to the immeciately following RC, 1976, p. 73). In
the present analysis, all heads marked by the were counted as definite.
For indefinites, inéiuding the S-RCs with traces, the conjunction stage

2¢ development has been shown to be supported by the evidence.

structures which are possible in ﬁaﬁéiiﬁédéi English vernaculars: In
most Eé?éé; these are also SE structures. However, who is less common
than that (as in the available evidence of adult monolingual English
vernaculars, e.g., Cofer, ops cit.). SE structures which are not
common in the vernaculars are not used by the speakers, e.g., the Latin

relative clause structure of ﬁrqp. + wh-form 1s not used, nor is which

“215
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as a relativizer either in.

(7.3
mi

tandard or vernacular ways. Beyond this,
“there is evidence that RCs modifylng indefinite referents are developed
though éaﬁjﬁﬁéfiaﬁ of independent clauses. Both the RC and main clause
iﬁﬁé&iéf&iyf?6116wiﬁ§'éiéﬁ§e presenting new information about the
referent: The occasional occurrence of a trace in the RC betrays Its
conjoined origin. These strategies are evidently shared in both
English and Spanish.
syhtaétically autonomous prihclbles of senténce structure, offer the
most satusfactory explanatuons of the distribution of frequencues of
syntéCtnc structiures. These strategles appear to be inde&endent of the
- pSrticuiar language. . They reflect language-independent properties of
larger discourse structures, rather than universal properties of -

sentence structure.

4.5.6 Pronoun-Copying

‘The phenomenon of Pronoun-Copying (PC) has already been

encountered in this report with reference to RCs placed before the main
+e-5 (section 4;5;3 (3)). An example is:
(4;203) My older brother that['s a runner] he's twenty two.
.S-H S-RC PC ~__Pred.
(MC 12M200PXEE)

The underlined pronoun, hSi refers to fhé prior NP my older
brotﬁér. ACCording to the SE norm, the coreferent pronoun, hg, would
not occur, cf.s

" (4.209) My older brothér that ['s a runner] 0 is twenty t
S-H S-RC Pred.
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In section 4:5.3 (3), it was noted that the PC tends to appear
where the sébjééi would otherwise be separated from the predicate, as
in the SSB typé of structure in (4.208) above. The result is that the
clause following the RC is complete on iés own, e.g., he's twenty two:
This completeness follows from a property shared by both $E and most
vernaculars, that subjects and objects must be e*#ressed in independent

clauses in most contexts: Thus; he's twenty two is complete as an >

independent clause, but (i)s twenty two is not: The speakers all

observe the SE norm, where subjects are required. Where the referent

is recoverable from previous discourse, a pronoun alone is most
frequently used. _fﬁis is evident even in the speech of those children
who are SpaniShApréférént and have difficulty elsewhere in English,
e.g., PQ (section 3.4.2 (1)):
{4.210) . . . his father and his brother doesn't (= didn’t)
know aTre- still (= yet): He - they still doesn't (=
didn't) know cause they work (= worked/were working) in

another country so-so they (could) get more money for
the family. . o

(PQ 12F206255S)
In this segment from a narrative DU, the under!ined pronouns,

they, all refer to the referents of the initial NP, his father and his

brother. They would be required according to SE and monolingual
+27~acular norms of most English communities. PQ's behavior conforms
to those expectations; although there are many other norms for which
she does not follow either the SE pattern or those of AOA 0-5 speakers,
e.g., tense and modal marking exemplified here.

The obligatoriness of an expressed referent subjécf-grbhouh in’
the positions above, including an independent clause, the because~ and -

purpose clauses (which may be also viewed as independent since they are

215
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ot movable for these speakers, cf. section 4.5.3 (1)),

andEEhy ¢ 0 ) ) o o N
o th the freedom of pronounomission in Spanish, elther
e e o . . S
~_ as spoken by the speakers, ®.g.:
shandi® &
~:11) un sefior le decfa a-a los de estos- a lgg_ggggggg, esos
- que entlerran pues que no se lo lleva:an a-en=~a
enterrarlo hasta que viniera su papa para que lo viera.
Y lo enterraron sln que su papd lo viera:
T . (PQ 12F2062555)
_ English translation below underlines those subject pronouns
. -1 occur according to both SE and speaker norms but were
. _

_ 5nly by verb agreement in the Spanish original:

- 212) a man told the-thefmen (- 03)’ the ones that do the

burying that (they = 0 houldn't take him for burial

until his father B's came so that (he = Ol) could
his father

see him. And (t hez ) buried him without

seeing him.
», 5’ English shows more contexts for obligatory subject
_ han Sbanish. EVén the Spanish-preferent speakerg indicéte
of this principle. |

inclusion of a subject pronoun following the S-H RC,

? &

g
—— — oes béyoﬁd the SE norm. The foiiowing table indicates oniy a

=y ingual effect.
iiﬁie h;ié Percentage of PC Following S-H RC by AOA Group.

% PC fallbwlng |- B l
N

iii $-H RC_

. 0:53 : 17
. 0.80 10
o 0.63 8

o - source of this effect is problematic. To begin with, it is
awmgh 8w >ughout monolingual English vernaculars; as discussed below:

Sapngfype - these vernaculars provide a model to reinforce the PC, even
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If other factors are involved in its development. |In this respect the

case Is similar to the development of lnverslon in EQV, discussed
above.

. y 7
The simplest developmental factor that could be aduced to the PC

followlng S-H RC, on the basis of t2 acquisltien, is overgenerallzatlon

of subJect pronoun occurrence in Engkish. This :is not convincing for
several reasons: For one; this presumed overgeneralization does not

affect RCs themselves, where it would produce a trace: It has already

been shown that use‘of trace is quite restricted. Second, a possible
mode]l also exists in the Spanish of the speakers, so that transfer is
. . ! ‘
also a possibility, €.g.:
(4.213) el que mete mds goles [dse gana. ]
A S-H S-RC Pred. L
: (AA 12M211LPSS)
Here ése refers to the S<H of the RC. In such cases a
demonstrative rather than a personal pronoun was used, e.g., ese rather
than él. However, such casés weére rare compared to S-H RCs which did
not show PC in Spanish, e.g.:
(4.214) el que [lo vino @ dejar] 0 dijo: vete pues.
S-H S-RC Pred. .
(LQ 12M112XXSS)
For some varieties of English it has been proposed that PC with

S-H R€Cs is an instance of a more ganeral Engllsh rule of
L

left-dlslocatlon; Since-left-dislocation Is widely used by the

speakers; as it applies to subject NPs, this possibility will be
discussed immediately below.

4.5.6 (A) Left-dislocation. Left-dislocation, also called

‘topicalization, has been uséd in the ifnguistlé literature, to describe
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occurrence of a syntactic constituent to the left of the position it
could occupy in the sfmpiest eduivaiént sentence; e.g.:

(4.215) . . . these plates, she washes them . . .
, (OM  11M200PXSS)

The NP these plates occurs to thé left of its clause. It
ﬂ ' - - -
has an object relation to the verb washés. The pronoun them ré&fers to ¢

tbe left-dislocated Nﬁ, these piafés. fhiS‘pronbun ishgaiied the
pronoun—copy.

An NP is left-dislocated if it immediately precedes a clause

in which a pronominal reference is made to it, but does not belong to
. another clause. The referential pronoun in the following clause, is

called pronoun copy if it refers to the left-dislocated NP.

As this process affects subfect-NPs, it produces structures

such as: S

(4.216) My brother, he likes to get in fights with me. -
. , (DM 11M200PXSS) -

The left-dislocated NP my brother is the subject of the

following clause. The PC he refers to that NP. In this structure he

_ is often called an éppbsitibhai (or résumgtive) pronoun. It will be

referred to-és é subject cgpyriéé) hereafter.

This structure is well known in mohbiihguai Engiish'
?erhécuiars. it_is considered nonstandard. §HU? et éi. (iéﬁ}) report
Detroit. FRirst; the left-dislocation of subjects is rarer than leaving
R N R S N
the subject immediately Eefore the verb. In few individuals does it

stratifies by SES so that it is more frequent among working-class

25;




216
speakers than among middle-class speékers. ﬁiso.ft.is either eduaiiy
o? more fréquent among children than among adolescents and adults, for
all SES, and equally or more frequent among Blacks than Whites of the
same SES. Among the middle classes, children and adults, Blacks and
bhffés, converge *at the.iOWest frequency of occurrence. For working
class speakers }t is both an age and ethnic marker in ?requency of
6é¢urrencé. Although study of subject left-location is rare in later
sociolinguistic studies of other vernaculars, Shuy et al.'s findings
correspond to the impressions of observers of other dialects.

in the study of Lz and t1 speakers of Hawaiian Engiish,
Bickerton (1976, 1977) treats SC in some degree of detail. First, he
notes a wide range of freguencies of SC among L2 speakers, from 76% to
non-occurrence. As a group, the Filipino éﬁéékéf& show a much higher
use of SC than the Japanese speakers. This holds Erue of almost all
speakers in the sambie. Although this may §5§§é§i a differential
in7luence of Lj on ng Bickerton does not pursue this in his report.

In discussing L1 speakers, the report suggests that SC
develops in Hawaiian English in a way independent of the norms of other
varieties of English, although some speakers exhibit uses of SC found
in other varieties. Crucial to the claim of indépéndént development of
 SC in Hawailan English (or at ieésf those varieties which are most
distinct from SE) is the claim that in Hawaiian English PC tends to
occur wlih_nondefihiie and contrastive NPs, whéreas in many colloquial
English varieties of English only definite. and/or generic NPs allow PC
(Biéké?f&ﬁ; 1977, pp: 110ff). Fuctﬁérmore, it is claimed that all NPs
‘with non-definite reference must induce SC in those varieties of

Hawalian English where (colloquial? or standard) English varieties do

222
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not exert counter-influence. Thus, for Hawaiian English, Bickerton

proposes that

(4.217) some_guys they drink beer
SC

(4.218) some guys they arrived yesterday

is held to be non-occurrent in colloguial English (op: €lt:; p: 110).

These proposals are interesting in that they suggest
possible distinctions to examine In the présent study with respect to
SC. At the same time, they are problematic for several reasons:

1. The claims about colloquial English are intuitlve, not
based on empirlcal data.

2. The categornes of Information ‘status proposed For

speaker s intentions rather than what s/he actually
says, or _on _complex, and seemlngly ad hoc,
interpretation of the texts (cf. Bickerton, 1977, pp-

257Ff).

In examining SC use among the speakers of the present Stndy,'
many of the insights of the Hawaiian English study are used as guides.
At the same time, the problems noted above are kept.in mind.

In sum, 50 clear cases of SC were found among the data.

Excluded were numerous cases in which hesltetlon and repelr Intervene

between the NP and the possible (?) SC:

(5.2i9) My mom's like - she don't like me like loltering.
- (DM 11M200PXSS)

This case is excluded; even though the NP my_mom precedlng
the repair was mentioned for the first time and the referent of she

would not be intsrpretable without retention of the NP. A similar and
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even more distant (from the NP) case of possible SC, not included, is:

(4.220) . One day; my friend got a big weight like this, and

the busdriver he- we took the wrong bus; and he

(JR 12M200PXSE)

started screaming at us . . .

Again, the busdriver; mentloned for the first time, Is not

fementioned/éfter the repair, but remains the referent of he in the
last cited clause.
Also excluded are obvious casas of*éijipsis; e.g.:

(k.221) IV: Who ran over her headl?
LA: a drunk man, he got in a car . . .

In (4.221), a drunk man is an expected ellipticai response

to who. The predicate ran over her head is not repeated, but another

clause immediately follows with a subject pronoun referent to the
immediately preceding NP. It cannot be éliiﬁé& that LA's utterance in
isolation would be intonatlonally distinct from a “true" SC
constrictions
In 1ist-1ike sequence, SC cannot be so easily dismissed.
These are couﬁtéa as SCs:
(4.222) ;75..ﬁiﬁégéiaéiigbneifshe's married . . . the next -
one, R, she - she works in - you know that deer?
(AL 12F1072ASE)

or

restaurant. My brother he works at this meat
place . . .

(4.23) My sister works-in this - at Chris n Pitts, this

(HF 12F10545sS)
Although the underlined NPs are mentioned for the first
time, according to Bickérton they are definite and presupposed, since

they refer to kin (Bickerton, 1977, p. 111).
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More brobigmétic for préSupposjtion is:
(k.224) My friend. Tom he told me that he doesi't have a
father . o
(WS 11M205xcCC)

Whereas oneé might presuppose a friend, it is not clear that
the addresee(s) can présupposé that WS has a friend Tom. Perhaps the
peers were already aware of this friend: fhs'iniefvfewéi was not.

This first mention may be definite but there is no evidence that it was
presupposed.
- Clear cases of indefinites are found before SC as well:

(4.225) a boy he was trying to cross the street.
: (8M 11F200FXSS)

(Q;ZZé) this girl across the street, she has this house __
‘ (EP 11F200FXSE)

where first mentions of non-presupposed and indefinite-marked referents
iare evident.
Non-specific indefinites are also found, e.g.:
(4.227) some (stressed) boysy thez 1ike hang around
together o
(AO IIFZOOXXEE)
spoken by monolingual A0, or
(4.228) . . . like in the night yk, 1ike men théy play
cards n dominoes. o
(YL 11F2C85LFSS)
The NP men is not clearly generic. It is equivalent to
_some men. Similarly,
(4.229) little_ kids like us, they throw rocks at him n
everything o
(vL 10f10535$5)

_Clear cases of definites are also found:
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i
(4.230) the Mexican, he tried to pull out a tree but he
COUldn t . . . : e L
' (VM 12F10555sSS)

or,
(4.231) the iadz, she said . . . . S
(16 11F200PXSE)

A formal breakdown of all SC referents is as follows:

=

1. the + NP (e.g., the cops, the movie) . 12

2. possessive adj. + NP (é.g.,_mx brother, her chain) 24

3. proper name (;.g.; Raul; god) 4
L indef;niie spécific + Ni_(é.g.g.g boy, this guy) 7
5. indefinite non-specific + NP (some boys, 2 people) 3

Total = 50

If the first three categorlies are considered definite--
regardless of thelr status as presupposed, established or first
mention=~the majority of SCs are definite (80%). ‘Howéver, the dearth
"definites," tut rather reflects the non-preferent status of

indefinites as subjécts. As noted above In section 4:5:3 (3), the

preference for newly introduced NPs is as objects, either followed by

an RC with a subject or possessive trace, or by an independent clause

in which the subject or possessive adds new information about the now

induce SC.
In some cases, the decision whether a new referent Is

subject or object seemed arbitrary to analysis.. These cases were not
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included: Examples include the FblioWlng: o y
(4.232) uhm you know hy ériend, he's crazy . . ,,jﬁﬁwﬁﬂ,,,
(WS 11M205FXCC)

or,
(ﬁ.ijj) you know mz.uncie, he acts like Jé.,;g~ﬁﬁw,”,” o
. (CS 10M10635SS)
This way of introducing new referents may be analyzed as
5ubject or objéct dépénding on the tranScripfion;réfiécféd decision to

represent you know as subject + verb or as an unanalyzed segment yk.

Intonationally the entire sequence appears to be a blend of the two
analyses:

(1).  you know my uncle + (2). my uncle he acts like JG
The sequence you know is anstressed and was transcribed as yk. The yk

itself appears as a shortened version of y' know what?, an

attention-getter that éffétg.fé take the floor in order to give further
information, e.g., as a sentence, a DU, etc. (cf. Sacks, 1974). The
shortened form yk doss not offer but instead claims the floor directly.
This use of 15 is a formula (Stereotyped). It also occurs before other
DU openers:

(5.235§m015 there's some giri, her name is E. One 359

(JR 12M200FXSE)
It may follow rather than precede the newly-introduced NP.

(4.235) My brother yk once he stayeé up . . .
T ’ (VM 12F10555SS)

Even when yk functions as a filler, providing a nolse which

é.é.é
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(4.236) . . . n then the man was yk he was following

them . ' . . -
(VM 12F10555SS)
Here yk precedes a repair which ré-beghs the clause.

Surprisingly perhaps, yk was not observed elsewhere, e.g., he was yk

crazy or | gave him yk a dollar or he .was goigggyk Is going to school,

etc.

A yk analysis increases the number of left-dislocated

referents, e.g., (yk) my friend, he's crazy. In addition, It increases
the number of newly Introduced subject referents. Indeed, most
referents inf;660ced either this way or as clear left-dislocated
subjects are 22!11 introduced, in that they have not been mentioned in

any prior discourse.

This obsérvéfion is not only true of Eﬁé.present sample,
bat 2150 the examples of left-dislocated subjects cited by Shuy et al.
(9p: cit.), and most of the Hawailan English examples cited by
Bickerton (op. cit.). Nevertherless, previous mentions do recur before
SC on occaslon. In the Hawailan English data, the cases were so rare
that Bickerton proposed that speakers who used it were innovating. A
crucial example is:

(4:237) you know (= yk?) these two haole girls that was

riding a horse - you know (= yk!), the plg was
moving in llke this towards, ah, what you call;

Kahili - the two girls they xxx . . . e
(Bickerton, p. 258)

pig) in the re-introduction of the referent (the. two giris) before the
- SC:  Bickerton labels this re-Introduction of a referent into subject
distinguish a resumed subject from a chain subject. A chain subject is
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{

one which is identical in reference to the subject of the\ preceding

Independent ci&uSe, e.g.t

A , e ~ Subject
(4.238) a. . . . my cousin was Epfély Foming -
b. Then a_girl came o o naw
c. n she goes xxx E i' éﬁii%
d. she was gna rip the door ; chain\
e. so she could go In chain
f. but my cousin just closed the door resumed
g. n then she got - she was scared < resumed
h. she closed all the windows . . . chain

(DM 11M200PXSS)
These structures are common in all DUs, but most extended

in narrative: Note that in g the resumed subject Is not lexically

filled with the girl, but rather brohominai;ighg. Also note that In f,
the resumed subject is not followed By SC. However, if is oBiigatory
case that SCs refer either to new or resumed Subjécts; théy do not
occur after chain subjects. Chain subjects are almost invariably
pEonouns themselves, and in a féew caseés are unexpressed:
(4.239) a. this guy had a gun B
: b. n 0 was gna shoot another guy
(MR 12F10035SS)
A simple eyechgck revealed that chains with 0 subjects are
rarg_and short, compa?ed with subject pronoun chains.
'New subjects differ from chain and resumed subjects in one
important way. Whereas chain and resumed édBjééEE are necessarily
bound to the DU in which they first occur, there is nc clear constraint

on new subjects. Sometimes, when a topic is hot, the same referent may

i

7
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pass through several successive DUs. In narratives, this is often the

domain of |, e.g.; one time | . . . and _asnother time I...

Specific indefinite subjects are a subcategory of new
subject. They specifically presuppose that the addressee has no prior
access to the subject in the DU (cf. wWald; 1981a):. This is the effect

of marking an NP with a; some or this (unstressed): Seven of the ten

examples of SC are marked by this: iIn all these occurrences the new
référent goes on to recur frequently 2s a chain or resumed subJects,
more frequently than other Squeéts. This indicates that the SC has an
anticipatory use as well. Although the use of this, even without SC,
has this function, with new definite subjects the characteristics of
recurrence is commonly obsérved, e.g.:
(4.240) when my brother was a little boy, my aunt she got
mad at him. . , :
| (EP 11F200FXSE)
Although my brother is introduced first in EP's DU, my aunt
‘marked by SC Is clearly destined to recur as a subject. Aitﬁougﬁ,.in
this case my aunt is new Eo the DU, and indeed to the entire
conversation; the resumed (definite) subject also exhibits this
pfoperty. For example, ‘ |

(4.241) i + « these glirls; they think they're all studious
n then they always blame everything on us . .

(JR 12M200PXSE)
In an example from the vicarious DU, a movie description,
the chaining following SC of definite referents is amply illustrated in
scenes (sameé background set) in which one character BEEE;Ehé most

activity, €.g.:

23U
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(h.242) 1ike was ,
‘ . then the flther "he was~he was

well, thegdog _he sorta like was scratchlng the
wall ¢ . .
sharpening his ax . .- n then her mother she was
In thel’e . . . -

(EP 11F200FX5E)
Each occurrence of SC is directly followed by a chain: In its most
syntactic form, the SC + chaln structure is seen in possible contexts
for S-H RC (section 4.5.5):

(4.243) n then these big guys [they're real old-older than
] they were in a gang . . .

. (MC 12nzoarxee)
when that-conjunctlon intervenes between the rﬂferent and the sC, the

SC becomes a trace (sectlon 4.5,5):

(4.244) My other sister that [she came fourteen this
month | she wash the dishes. .
= | (cB 11F106255S)
Finally, when the trace is omitted, the third subjéct becomes the
second subject of the chain (due to the criterial subject of
independent ciausé):
(4.245) this guy this = that [0 owned the hotei ], he - he
went to Bakersfield. S
(JP 12M200XXEE)
If there is any. further condensation, the chain disappears
entirely, e.g.:
(4.246) My brother that 's[older than me] is 16.

| (MC 12M200PXEE)
or, |
' (4.247) the one that [splns it] tells what to do.
(AP 11M200PXSE)
a single sentence Is complete.
Schematically, the Iine of development suggested above Is:
1.

In these cases; reduction to

Sub ject Chain
this guy [he owned the hotel ] he went to B.
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2. That-Conjunction : -
this guy that [he owned . . .] he went . . .,

3. Relativization -
this guy that [0 owned : . .] he went . : ,

h. Central Embedding (=total submersion of the chain in
1.) - : " S

this guy that [0 owned . . ;] 0 went . | .

In the final analysis, SC appears to be an anticipatory =
device indicating the special status of subject-recurrence. In this
function it appears to compete with or complement other devices, such
as this, applied to Indefinite specific referents. 'The process of

relativization '"bleeds" possible SC contexts. No evidence

was uncovered to support differences in the function of SC for
different AOAs. Only the overtness of the trace showed some
sensitivity to AOA. In that case a Spanisﬁ anslog was found (sectlon
4.5.5).

For the major use of SC to mark a‘recurrént‘subjgct, no
Left-dislocation of subjects are discernible without SC in a few
constructions: |

1. When the subject occurs to the ieft of a subdrdinate

clause, followed by an attached main clause, e.g.:

(4.248) pues su chavalo, [hasta andaban] ni hacfa’nada en

el salén por andar enamorando pues.
(AA 12M212LPSS)
(4.249) my sister [when she was eating] she was reading
the book then . . . I
(JS 12M205FXSE)
2. A subject pronoun, when expressed, is oftén '
clause-initial, e.g.:
(4.250) yo [cuando iba a la escuela] nomas se pasaba la
" calley . . . : A -
' (CB'11F1025$S)

: | 23z -
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(b 251) nosotros [este sabedo] vamos

(RR 11F10155S)

(h 252) Yo [a veces que agarrebe] no casi nunca agarraba

(AA 12M212LPSS)

This is uSually the case when the subject is new to the .DU

® WEP:d (i.e., a switch subject). Otherwise, there is no subject at
o e :ssed (cf. Silva=Corvalan, 1977, p. 37).
" Ina séﬁdy of word order patterns of a sample of adolescent
@0 @) - pexican-Americans In West Los Angeles, Silva-Corvalan reports
- pronoun and NP Sul:ljec’:ts have a great tendency to occur as
el ;jects, equally for all ages. However, pronouns also have a
o ‘endencv to grecede the verb (éV patternl while full NPs do not
‘-.. - s tehdgncy. 'lnlsipreferentlél posltlonlng of tne 5ubject
S @m s the Spanish feature most suggestive of SC.
Outside of general left dislocation, Spanish structural
@@ . o SC is minimal. On the other hand, SC does follow a pattern
- evidently easily learned and maintained through the age group
® s study: It &l?feée'féom the standard norm, but remains
FoBlémétiE as a natural aaeaiasaéﬁisi phenomenon vs. a vernacular
norm, for which stability Is expected. -
of. the various syntactic patterns in discourse attended to
by this study, it lénone of the least well documented in detail for

other Amerlean.dlaleéts.

E.é.} Conéluslon§ About éynxax

In syntax, much more tnen In morphoiogy; the pos$lblllty of less
than full development, and’ the transfer of development level from

Spanish to Engllsh, ls evldent. However, full development is. sometimes
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problematic because of possible differences between SE and community
norms. For purposes of discussion, the following is organized
according to source issues, - Lo

SE norms. SE syntactic norms that are ﬁéf iaéhfiéii to English

vernacular norms rarely occur. For all speakers this includes the

Latin pattern 6?'Eéiaiévizing the object of a aféaasiiiaﬁ by

introduc!ng the RE with Prepf4+4wh RM (e.g., in which). This also

extends to possesslve RCs;, so that whose does not occur. Certain
non-temporal subordinators do not occur, Such as (al)though + clause.
insteéd— though is used as an adverb piaced after the éiiﬁié. There is

until, unlgss.

For most speakers,‘gﬂgi rather than who, introduces subject-RCs.
g;éékers favor multiple negation; some evidently to the éxciusion of
standard negatioﬁ. Both of these patterns show gradient development by
ADA. This indicates that there is at jeast the possibility that the
. equivalent SE normé are also used by the community.

Community norms. Until we have comparative evidence from mature

early AOA (0- 5) English speakers, it is not possible to distinguish L
developmental processgs\from communli;Ngskms, although it is posslble
to make the comparison with SE as above.

In the meantime; the possibility of positing commuhity norms
depends on comparing the norms of ADA 0 speakers with norms which are
known to be widéspfeaa in mature non-standard varieties of English.
that to introduce relative claus :x with posSegslve traces; and

subject/auxiliary inversion In embedded wh=-questions. Of these, only

234
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§u5ject pronoun;copying does not have a Sbanldh base to reinforce the
Engllsn vernacular norii.

Transférencé. The possibiiity of direct transference on tne

individual level depénds crucially an knowing the mature community
norm.. As explained above, only gradience of AOA here presents evidence
that some constructions found in both the Spanish and the English of
the speakers, but not in other vernaculars are transferres. The
_constralnts on multiple negatlon (to followlng the verb) lndlcate the

Vposslblllty of transfer. The -use of tell, say for ‘ask' (cf. Spanlsh

iinversion in questions (the common element in Engllsn_subject/iuxlllarz
aaa’saaaiéﬁ subject/predicate Inversion): [t s never clear. that these
are individual transfers raiﬁer than norms wﬁlcﬁ have already been
established through convergence of “English and Spanish on the community
Tevel, or at least among bilingual members of the commanitys: ;

"It is significant that where Spanish and SE share norms; but

some Engllsh vernaculars do not, the SE pattern appears also to be the

community EngllSh pattern. Thls is most striking In the embedded
yés/no quéstion Structure.

. Where SE norms. and vernacular Spanlsh norms dlverge, but
vernacular Spanish and Engllsh norms converge; the vernacular English
norms are found at the éxpense of SE norms. The major examples were,
discussed above under SE norms. ‘

When the norms of vernacular Spanish and English, and SE, are
identical; or idiée similar, developmeni through transfer is possible.
Tﬁléolé the general case for ééﬁjdﬁéiibh and subordination. The basic

rélative clause structure is the same In Spanish and English. Speakers
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of LOR:4 +; AOA 0-8; all show uses which are common to the three sets
of norms (verhiéuiir Spani sh, vernacular Engllsh, SE) Other iijS of
subordination show simiiar development in Spanish and English,
lncluding all movable temporals and other clauses. However, the more
(obllgatory), subordlnator (wlth most connectlves) or simple
conjunction; obscures the distinction betwaen conjoined and subordinate
clauses iu Spani sh, and makes the Spanish speech seem more advanced in

subordination than the English.

béveiopmentaia As mentioned above, transitienal &eVEiEﬁEEEEQi
. uhenoména are problematic. In individual cases, idjosYhériiie; of
particular speakers may indicate instabilities subject to further
&éveiopment,.since they have no social reinforcement in tbe speech
behavior of age-mates. This may apply to EP's over-use of conjunction

(e.gi; so; but) + n_then, AP's relative over-use of the conjunction

(n)after for (n)then, and various uses of n_then to mark transitions

"between preceding subordinaté and following main clauses:

The rarity of trace in SubjeCt reiativé clause with indefinite

Still problematic is whether possible context dlétfﬁQﬁiiﬁéi the

deveiopment of subject-head relative clauses as a strategy preferred to
chaining main clause with identical subjects. Features of the growuth
or organization sé discourse, and even the princieies on which such
6rganizafion is baeeduare still relatively new to study, and unclear
for elther mature vernaculars or the standard written language.

In sum, the comparing oF the norms used by the speakers with SE

often ‘al lows multlple interpretatlon. The issue of further developmeni
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remains moot without consideration of more mature (in ége) Sbeakérs of
eariy ADA. Thisvprobiem also appiiés to the issue of sources. beSbife

all this, it is quite cléar that differences from SE horms are much

" more widesprééd among speakers in syntax than in morbhoiogy, and the

possibility of higher norming criteria, appropriate for age 12 rather

than age 7, is available.

237



e ™

CHAPTER 5. ANALYSIS OF THE LAﬁéUAé; PROFICIENCY INTERVIEWS
5.0 Orientation |

This chapter discusses the linguistic behavior of speskers
exhibited during the LPI sessions, and compares it with the linguistic
behavior discussed in Chapter 4. At the heart of the issue are the
cOnciusioﬁs that can be drawn about Eﬁé.iiﬁguistfc abilities of the
speakers on the basis of LPAls, as currently designed and used. Qithin
this issue, the following questions have arisen:

1. What is the relation of tested language proficiency to

language abilities displayed in spontaneous speech? This is a

form of concurrent validity which seeks to relate behavior in
test situations to some co-variable, in order to undérstand in

what way test behavior is generalizable to behavior in other

situations; e.g.; in natural settings, in_the classroom (¢f.
Clark, 1975, p. 11ff; Jones; 1975, p. 11ff; Davies, 1977, p.

5ff). One important covariable examined in the Gillmore & _

Dickerson (1979) and Ulibarri et al. (1980) studies was tested
achievement in English reading and math. The results were

discussed- in Chapter 1. As pointed out by Ulibarri et al.

(1981); explanation of that covariation is complex, since

there was no control for educational treatments of different

students. For example; the treatment given to students

already labelled as limited (by whatever criteria) before the

study began; may_have been different in different schools,

perhaps in_ a self=fulfilling way lowering their English
reading achievement scores by lowering expectations and
treatment in English reading. Those studies did not attempt

to establish concurrence between tested language and
spontaneous language; but rather between different LPAls,.

using different core linguistic criteria (and without much

successful concurrence), and between different LPAls and

achievement tests (the latter considered a test of gfédlciive

validity, i.e., does an LPAl predict academic achievement?).
The present study's interest in linguistic concurrence across
situations (test and-spontaneous) follows from our concern with

developing academic achievement from what the speaker already knows, as

demonstrated in spontaneous speech: As we have seen in the preceding

chapters; both linguistic and social éactors determine language cholce.
Spanish-preferent speakers, especially of Abﬂ 9+, may exhibit
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spesk In English altogether (case of $0); suggesting that they have not
developed spontaneous English speech at more than a minimal level. For
cases like SO the question of concurrence of tested and spontaneous
English does not arise at all. “However, the fact that she did produce
enough English in the LPI to be quantifiable shows that her language
have amﬁié evidence of spontaneous éngifsh as well as LP| data.’ FE?
them, exploration of conéurrence--to wbat extent LPAls may reveal what
they.know and;actuaijy use in ;pontaneOUS-speécH situatibns;ééén be
conducted. The question becomes the effect oF.the test situation on
‘their linguistic behavior.:

As noted in Chapter 1, the relation of ihfs test behavlor to
language abilities on one hand, and language proficiency on fﬁe-bfﬁer,
s mediated by both the elicitation procedures of the LPAI and the
scoring system: This leads to a second question:

2. What is the relation of different core linguistic features to
each other? This Is actually a question of the systematicity

and integrity of core linguistic features in the development

- of linguistic systems. As discussed earlier (see Chapter 4,

section 4.3), it would greatly simplify matters if .observation

of one linguistic feature -~edicted the systematic use of
another, and a scale of development could be derlved,
beginning with a feature Indicating a high level of

development (called fluent accordling to approprlate norming

criteria, e.g.; 3S for second graders; but perhaps past modals
for sixth or seventh graders according to AOA 0 norms) and
successively selecting features further down the scale untll a

developed feature is encountered. Indeed; this iIs the vision
However, natural order has only been developed for a small
number of features and has problems of cross-language and
cross-community comparison, in addition to thé low celling it
establishes, and the crudeness of its analytical procedures.

~
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There is current agreement that there is not sufficient knowledge about

L2 development to devise an LPAIl on a slngle scale, if this is indeed
possible. No currently used LPAI has such a simple scalar deslgn; on
the contrary, we have seen in Chapter 1 (section 1.2) that different
multi-scale models; emphasizing different types and combinations of
core linéulstlc Features.(lablé 1.1) produce non-comparable results
(Ulibarri et al:, 1980). It will be argued later that the subsequent
conclusion--tﬁat lntersubjecthe (by speclai training) holistic scoring

procedures) are a satisfactory replacémént for conflict of discrete

pount criteria--represents a retreat from accountability, is based on

expedlency, and may have undesirable social, as well as sclentlflc,
consequences if applsed to publlc schoo! students. On the contrary,
_the focus of the preSent study will be on covarlatlon of llngulstlc
features and on the limits on this covariation in the system of any
particular speaker or group of §5éakéF§. The most oovlous types_o?
covariation to be examined prOceed from the dlstlncthns made between
mor phology and syntax in Chapter L. The LPI generated data of both
types which can be compared directly wlth Spontaneous data.
The strategy of analysis in this chapter distinguishes the

relation of situational to linguistic covariation. It is schematized

as follows:
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(Test = Language Proficiency) (Spontaneous = Language Abil!ties)
Hfe—— L
Linguistic , N
T >Ls |

Figure 5.1 Scheme for analysls of situational and lingulstic
covariation for language proficiency and language

Discourse Interviews, M = morphology, S = syntax).

In the scheme the situations of Lﬁi, associated with iénguage
= - proficiency, and DI, associated with language abilities, are
- ; distinguished. In each situation language behavior is analyzed
distinctly for morphological and syntactic behaviors. When the same
linguistic behavior is compared across situations, that iiﬁguistic
behavior is viewed as a dependent variable tested for effect of
situation. When morphology and syntax are compared within a situation,

IEyEEéﬁ. A priori, and given prior research; there is no compelling
reason to’;usbéét that there Is a covariation.between morphology and \
syntax. _Yet,.it will be seen tbat while morbhoiogy shows tHe ciearer \‘
patterning by AOA, there Is much reason to-suspect that syntax, ~ .
especially as it functions in discourse, is a more influential factor |
in academic. achievement-oriented tasks such as reading comprehension

and composition (organized writing of “discourse' units).
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5.1 The LP! Situation

The basic features of the LPI and how it contrasts with the other
_ situations, DI and PC; were outlined in Chapter”i (section 3).
Appasndix B displays the actual test materials. Here we wiii Took at -
further details of the LPI as an interactional situation, as a prelude
to examining its effect on language behavior.

One way in which LPI differs from the other situations is that
there are no peers:. Therefore; sequences of two or moré peers. wi thout
tﬁé.iﬁiéFViéwéF intervening are impossible. This simplifies the number
of interactional possibilities in LPI (but does not indicate, as
assumed by some educationalists, that the LPI is "structured” while the
other situations are "unstructured," but simply that the interactional
structure of the LPI is simpler, with the intérviéwer assuming greater
control).

While no empirical studies of the interactional structure of test
situations are available, there are structures that .are much more

" salient in the LPI than in DI, and some of these structures are well
" documeéntéd in the study of classroom situations:

A salient conversational pattern in the test situation of the LPI
context is commonly reported for classroom interaction between teéacher
and gupri,-oaé which | will label the test cycle here (cf. Sinclair &
Coul thard; 1975; Mehan, 1978; Shuy, 19795 Duran, 19813 Wells, 1981).

(5.1) At question = e.g., What's this?

B: response - €.g., A Béy playing a guitar.
'e: evaiuatioh - é.§., 6%, good, that's right, etce

The test cycle may be the outline of a more elaborate exchange,
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order to obtaln a further response, probably most often & substitute
for or elaboration on the first response, €.g., ""What else?"
(éiiﬁéiifléﬁ); ") can't hear you/whatﬁ/huhi" (substiiuiei. The

we found it commonly used to mark the end of .one such eplisode and

preceding another.

A ’ B
‘ uestion | Answer
recycle R ‘r””,,r
- v /
Evaluation :

Figure 5.2 Flow schema of the test cycle.
The recycling of this sequence is exemplified below for one
speaker. All other LPIs showed the same structure.

(5.2) .Q IV: (showing LG pariel 25 of the BSH) where's the king
. ) in thls plcture?

A LG: n the table.

E/Q IV: DK. /Where's the dog in this picture?

A LG: - eatii' the chicken

‘E/Q  IV: Aha./N where's the king In this plcture?
A . LG: he's surprised.

E Vs OK. good.

The test cycle also occurs in the LAS story-retelling, where the
speaker has a much longer turn, e.g.:
(5.3) Iv: (after playing the LAS story on. the auxi|liary

" LG: OK. Once a - once upon a time . . . _that llttle one

gave it - gave it to him a gold fr- flute.

" iV: OK: That's very good:

The directive by the interviewer shows that Q actually refers to a
féiﬁéif; whether as a duestioh or an imperative. The test cycle Is
indi fferent tc ianguagg. It also océurs in the Spanish sectlons of
LPI, e.g:: . | ‘

215
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(5.4) IV: . . . y i¢dénde est8 el rey en ese dibujo?

LG: Esta en la mesa asustado, porque no sabe quiéh a -
qui&n agarr8 ei pollo:

B j“"f1V£ Muy bien./Este, i{por qué tiene &1 una corona?
' LG: Mmm. Porque &1 (pause) lo eligieron como rey.
IV: Muy bien.

It is interesting to note that the interviewer was not explicitly
instrdcféd to use the test cycle. She may have imported it from her
prior knowledge of the test culture, since her tralnlng was In
psychology. However, it is also possibie that the test cycle Is such a
pervasive fq5turé of the educational culture that it is'éasiiy and

- oo L e
early learned informally by most members of society. Maclure & French

 (1981) sugges& that the test cycle Is learned by pre-schoolers at home,

on the basis of ‘the Bristol study (cf. Wells, 1981), e.g.:

Father: Uhat s that? -

Ji 'Abbit.
Father: A rabbit, that's right
' (J, age 1:9)

Maclure & French's clalm that this sequence is "commonlx found in
the home data (emphasis mine)" (p. 210) is not supported by
quantitative data. Further analysis would be needed to reveal how
frequent the iést'c?cie is for différent households and SES groups.
Undoubtedly, the test cycle Is much more intense in the LPI, and the
test sttuatibﬁéyif represents, than in natural situations.
?urtheware; tﬁ%*é&ﬁﬁBﬁéhEé of the test cycle are more complex in LPI
than iﬁ other sifﬁéfibhé. This is aéhéﬁif;ibie in two fu?iher types of
behavior:

a. The answer,

b. fhe'evaiﬁatibn;
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In some, but far from all, of the speakers' answers In the test
cycle, the snswer has a rising intonatlon assoclated with yes/no
questions; followed by a response by the next speaker (as in simple .
 question-answer adjacency pairs; cf. Schegloff et al., 1977). In (5.8)
above we could actually mark LG's responses with a ? at the end to
indicate this intonation: TRIsS pattern 15 quite familiar to teachers,
and is exemplified in Rodriguez=Brown & Elias-0livares' (i§§i)'$iﬁ&§'6f
student-teacher classroom behavior; e.g.:

(5.5) Teacher: dJose; tell me where are these people golng to

~ sleep. (note subj./aux. inversion in EQW
. 3t Here « . . living room? o
Teacher: OK: No, in the bedroom. S
, (p. M2)
in this case the intonation of the answer may function as a

request for evaluation itself. As Labov (1970) has pointed out, the

test cycle is inltiated as a specific act, a.request for display of
knowledge: The. tester I's expected to know the answer to her own
quastion by members of the test culture, hopefully Including the

Questibn.

The question intonation indicates that the speaker does understand
the test cycle, but is not sure what answer ‘the teacher wants.
Uncértainty and insecurity on the part of the speaker can propel the
evaluation, blending two separate structures:

A: wh-question _ TR TS

' B: - substantive answer + B: y/n-question (rising ‘intonation)

A: y/n response (evaluation). :
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for éxémpie:

A: where do they sleep? .

B: in the livingroom + B: (do they sleep) in the livingroom?

A: No.

In principle, the consecutive aspects of the answer and the yes/no
question could be formally expressed in answer + tag, €.g.:

(5.6) . . . the livingroom (falling intonation), right? (risingc
: intonation) : o

But this is not attested to in the test cycle. Instead the form -
of the answer and the rising intonation are compressed into a

simultaneous blend of answer + yes/no guestion intonation. This is

indeed a special structure, specifically found in the test cycle. It
is not found In the DIs, where speakers either tend to have special

access to what they are saying--as their own personal knowledge--or .

expect conflrmation of what they're saying by other
ﬁiFfiéiﬁiﬁEE--iiéﬁSiiéa by EHE E;Q; é;ég, rigﬁgl(Bf Sﬁiﬁiiﬁ,,VEEaia)
(cf. Labov & Fanshell, 1976, p. 100ff). | |
The bfobeilihg forég»of duégéion intonation on the answer is a
suf?iciént; but not a necessary, feature of the test cycig. There afe
indicatiohs tﬁat the evaluation isqpftén rituaiized, whéth?r or.nbt the
?ésWer exﬁiicitiy requests it. In this respect, the teacher's ''‘change''’
in évaluation in (5.5) above is interesiing." First the teacher says .
0.K., as If to positively evaluate the answer. But then she says No,
and corrects the answer, adding qusiaﬁéé to her response to Jose's
yes/no question intonation (i.e:; bedroom):
| The ritualization of the positive response cuts two ways.

Minimally, it may simply be an attempt to express encouragement for the

‘speaker's cooperation in the test situation. This kind of presumed
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cycle; WHéFé at first it seems inappropriate: Thus; for example; Shuy
(1979) indicates that it fS not appropriate to use the test cycle for
questions like '"What's your name?,'" where all known cultures would
normally expect all except the most helpless members of their own
societies to know thelr own names. The basis of Shuy's Indication Is
that the QUeétiOn "What's your name?" is abpropriatéjy_identified aé a

requést for information. It can be inappropriate if the requester has

no righf to ask, €.g., first QUestion to a stranger, or should aiready
know.

Indeed, in response to requests for nameés we did not find the
speakers using question intonation, nor the interviewer evaluating
these responses. However, the interviewer characteristfcaiiy began
evaluating after asking the speaker's age, e.g.:

(5.7) IV: [ . . ic6mo te llamas?

LG: t6. - -
IV: 'y lcuantos anos tienes?

LG: Trece.

iV: Muy bien/lo que vamos a hacer . . .

iﬁ éF?ééE; 0.K., muy bien and other possible evaluative devices

necessarily as évéidéfiBﬁ. They separate the initial section; in Qﬁiéﬁ
the interviewer obtains a name and age identification from the §5§$k§f,;
from the introduction of the actual testing. This use of the‘devi¢e
then continues to section consecutive test-point questions in the
testing. Simple apparent evaluative devices 1ike.0.K. are often used
for these Sectioning purpoSeS, and are aCtuéiiy iesé commitéi‘fo
positive evaluation than they appear to be in more limited segments of

discourses. Although it is clear that the speakers recognize the test

247




242

cycle; it is unclear how cognizant they are of the rituallzation of the
evaluation. In Jose's case in (5.5) above, he may recognize that the -
0.K: is Fitual, or he may suspect that the teacher was haiﬁis attentive
to his answer as she appeared--assuming that he, like the other
'éidaéﬁté, could easily answer the quéstion. In the latter case; the
message to Jose Is that he has not lived up to expectations. This is
far from the expression of encouragement that the teacher may have
actually intended.
analytical tool for cross-cultural study. It may well be the case that
the test cycle is learned In Its general form iﬁ infancy, and s known
by all members of society from an early age, both within and outside of
school contexts. Still, the detalls of how the test cycle is used in
different contexts needs further study in order to determine whegher it
accoﬁpilsheé its objectives and is based on the same interactional
principles; understood by all participants in all contexts.
intonation in their answers tended to use them less as thé tést cycle
recurred. They found that the evaluation tended to be predictably
positive and be followed by a next Guestion. This is because the
interviewer did not criticize or "'correct answers. This is analogous
to the written test in which the writer communicates only with an
invariant message recorded on bapér; The question intonation
disappeared for the story-rételling, where it could not possibly adjust
to the iength of the recitation.

The majér purpose of this section has been to discuss the severe
interactional constraints placed on LPI. It is suggested that these
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I

constraints, ié-iﬁé form of the test cycle, afé.geherai to test
situations, and contribute to 8.§iidéfl66-wﬁich is interactionally
speech. 1 ' i

%héré are other ééﬁEEFéiﬁiE in LPI. The topics are entirely
controlled by the LPAls, as administered by the Interviewer. When the
speakers use question intonation in their Féébéﬁééé; they ovettiy
signal that they expect that the interviewer has more kriowledge of the
topic than they do themselives.

5.2 Language Cnoice in LPI

behave as if théy have no cholce but to respond in the language of the
test, if they can, and they givé much evidence of cooperating to the
extent that they can. In contrast to the language preference patterns

of DI~1, PC, and even DI-2, the socialization of the entire sample into

7;1Tﬁj§ issue is relevant to the notion of the ecological validity

of test situations; i.e., '"are the setting and circumstances of the

language assessment procedures those closely resembling such

communicative settings as occur in the child's culture so as to ensure

appropriate sampling of the child's communicative competence?" (NIE
- - . Title VI; p. 5). Certainly the behavior exhibited by the

speakers in the present study indicate familiarity with and acceptance

of the test situation. However; questions have been raised about

interpretation of the details of the ''ecologically valid' test cycle.

Further questions will be raised later about the effect of the test

situation on communicative competence; or according to the terminology

used here, language abilities on the core linguistic and discourse
Jévels,

/
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the test situation, by allowing language choice to be made for them, is
striking. | |

rlt is fmbortaht to note that the interviewer was unfamiliar with
the speakers, as they came to her in turn, nor did she know thelr
proficiéncy labels in either iénguage, or whether they could Speak
either language or not. Shé was instructéd to always administer the
tests in Spanish first. There were several reasons for this: First,

since it was observed in the earller sessions that most speakers of AOA

make it more prominent. Second, since the content of the Spanish and
the English tests are extremely similar, this was a possible ald to
comprehension, enabling Spanish-preferent speakers to have something to

say in English. For example, the Spanish and English versions of the

LAS story differed primarily in the adjective + noun combinations used
to identify referents. Thus, one referent was identifled as una

‘glganta morada y graciosa 'a funny purple giant;' but in the English

version as a silly old monster. |In rare cases the effect of the

Spanish version was seen in the English version in substituting giant

for monster. Further aspects of this influence will be discussed
fater.
Of the six HLé-N, nbn-épanisﬁ, five asserted that they oniy knew
_Engish, e.g.:

(5.8) 1V: (Cémo te 1lamas?
JP: JP_ o .
IV: y lcudntos anos tienes?
JP:  (chuckle) | only speak English.

The sixth, KR at Site 2, attempted the Spanish and gave evidence

of some comprehension, even though his HLS reported only English. His
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answers showed a dual-1ingual pattern, answering Spanish with English,

but at the outset they were accurate, e.g.:

(5.9) Iv: . (pointing to BSM panel) iqué quiere el perro que
L haga el rey? -
KR: the turkey (= the dog wants to eat it)
IV: Ah&.. Y iqué pasd con la comida del rey? .
KR: The dog had already ate it n he (= the king) was

looking for his food, when he turned around.

But KR cannot penetrate the unreal condition. //////

- (5.10) IV: Mhm. ¢Qué hubiera pasédo si €| perro no s' hubiera
o comido la comida?
“KR: What?
IV: IQué hubiera pasado si el perro no se hublera comido
la comida?

KR: (pause) e
IV: iNo sabes?
KR: because he (- the klng) was surprised (= that his food

was gone and dropped the apple).

Just how much KR could understand independent of the contextual

support of the pictures and his own inferences about what would be

likely to be asked is unclear. The épanisn LAS story went beYond hi;
abilities:

(5.11) 1V: (after playing the LAS=S story) . . . !me quieres
contar el cuento?

kﬁ: what? . i o
IV: Cuéntame el cuento, lo que te acuerdes.
KR: Mm (pause). | didn't understand it.

Although the story retelling of the LAS is supposed to be
supported by four pictures, in the LPI administration the verbal
signals alone were used to reduce nonlinguistic cues. As the BSM

puctures indicate, KR is able to use visual cues to make inferences

about the questions beyond his actual ability in Jpanish.

R34
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The rest of the speakers answered in Spanish; and showed greater
ability to understand and produce the language; regardless of
preference behavior elsewhere.

All speakers tried to do the English tests as well. The two
speakers of LOR six months or less were the only ones to use the
reverse dual-lingual pattern (compared with KR), I.e., use of Spanish
to reply to English (LQ and AM, cf. Chapter 3, section 3.4:2 (1)),
e.g.: |

(5.12) IV: where's the king?

LQ: no sé&. o
IV: where's the dog?
LQ: comiendo la comida. S .
©IV: Why is the dog looking at the king?
LQ: se comio la comida.
AM tried to use English, but filled with Spanish when he had trouble.
(5.13) 1V: What happened to that spple?
AM: th' _aspple_is_-a - se cayo par' de_floor.

All other speakers answered almost exclusively in English,
including SO and AA, who showed reluctance to use English in other

contexts (see Chapter 3, section 3.4.1 (1)).

5.3 Sample
For the Following discussion we will be concerned with the
linguistic behavior of all speakers who respended in English to. the
Engish section of LPI. This includes the core sample and those
additional speakers who suppiéménted the core $émpie in other
situations and used at‘ieaSt Ehgfish in those situations. This
includes bé spéékers, éix speékerg in addition to the core sampie of 36_

(discussed in Chépter 3, section 3.6).

[y)
ar
oo
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‘5.4  Morphology
‘Discussion of morphology inciudg§ examples of morphelogical
processes discussed for spontaneous speech in 6hapiér 4. The following
a. 33 mérking; ' N
b. Irregular Past marking; l
c. Past modal (in unreal conditioh);
Only the irregular past marking is well represented in the LAS:
BSM-E. The segment of the BSM-E (English) includes five gquestions

however, the response to question 21 is also.of interest. In a great
many cases;, the response to question 21, was along the lines of the dog

WANTS_the food/to_eat. The interesting morphological point is the =S

marking subject-verb agreement: For speakers who created a response

_with want; the traditional rule of subject-verb agreement was recorded

as present or absent: For some speakers no data point was recorded

because their responses did not contain an opportunity for subject-verb

agreement; e.g., the dog's hungry.
The responses to dué;tions 22 and 24 focus on irregular past

tenses. The usual response to question 22 is the dog ATE it (= the

food), and to question 24 Is it (= the apple) FELL. Speakers who used

the verbs eat and fall eithér used the .irregular past form or did not

inflect the verb for tense. Since, unlike subject-verb agreement (3S),

- irregular past tenses must be learned Item by item, it will be

N N N _ . _ _ L NL L. __o____
interesting to note that a specific relationship between the two past

forms obtains in the data.
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Finally, question 23 elicits the most interesting data for
variability: The question intends to elicit an unreal
(contrary-to-fact) condition:
(5:14) what would have happened if the dog hadn't eaten the food?
The crucial variable is the structure of the auxiliary: would
have. In this analysis we will attend especially to whether the

auxiliary was a variant of would have (usually wotulda or would of) or

something else (éaé;; would, will, was gonna or nothing at all).

Figure 5.2 below shows a clear relationship between acquisition of

the various structures and AOA (ééé of arrival). Each point gives the

speakers USing the structures, i.e., eat, want, fall.

4

100 ;r
8o |
Percent 4 ate (N=21/6/7)
using 40 | :
form 1 . ﬁiﬁfifiié?ﬁz7{?)
2 1 fel1 (N=21/5/5)
o4 e would have (N=27/0/6)
0-5 ¢-8 9+ |

Age of Arrival

Figure 5.2 Percentage using the indicated morphological form when
The figure shows that the unreal condition is the most

discriminant structure of the four. Not even all of the earliest AOA

Uy
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fell is more &i;é%iﬁihihi than ate. The 3S Inflection falls iﬁ between
the two.

Diagram 5.1 below shows that there s a stable impijcationai
hierarchy underlying the four features such that development of gggié
have for the unreal condition imbiies deveiopment Qf the other three

features, and so on untii the fndeterminancy between wants and ate,

Total

T60)  would have (22) would (10)  other (8)
0 17—

(30)  fell (22)¢
20 15
want (6)
1971w 273
b S )
eat (4)

o 4
(31 wants (25)
25

(34)  ate (30)

Diagram 5.1 (N) = Total number of forms In category
(N) = Total number of pairs of forms for adjacent
categorles.

According to the implication in Diagram 5.1: would have implies fell
implies wants/ate. | |

There is no obvious ordering between acquisition of 3S and the
past tense of eat: However, for §6ﬁé reason, the past tense of fall is
less accessible to speakers than the past of eat (frequency?).

Absolute COQnts of the éréquency of fiil and eat are not available
for the DI séssions.mmiwo available studies of word freduéncy show the
(1967), considers adult written language. In that sample fell (93
occurrencés) far outweighéd gsg (16 occurréncés); Simfiariy,

o
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fall/falls (of which the latter may also include examples of waterfalls
irrelevantly to the verb fall) ocCUrrgd 179 times,‘és against 64 for
eat/eats. On the other hand, Murphy (1957) shows reverse frequencies
for sample of spontaneous speéch from several samples of K-3 English
speakers in classroom contexts: ate 596 (of 1655 eat/s=--ate) to fell

to occur in the past form than eat. but in brute numbers ate is much.
more frequent than fell;
At any rzte; it was already observed in Chapter 4 that some

irregular pasts are acquired before others. Both ate and fell are

peripheral irregular pasts: The BSM data indicates that ordering of
acquisition still applies to the peripheral pasts. It is evident that
speakers who use fell also use 3S-marking. The ordering of 3S=marking
and ate is not as clear, although for the most part ate is more general
than want + s.

It is quite generally the case that acquisition cf'ihe auxiliary

structure would + have (henceforth wda) by a speaker indicates that 3S

and the past forms of a great many irregular verbs have already been
developed by the same speaker. It follows from Eﬁf§ that, at least for
speakers of this age group, wda Is a useful diagnostic of a relatively
- high level of morphological ability in English. |

A ?ufihérvbféakdOWn of the auxiliary structure used in the

elaboration of the modals.



251

\
Tabie 5.1 ggi of Modais in Response to ﬁaSt Modal QueStion @y
AOA | wda wd will was O
o | 6w 1 0 o
4-5 4 2 - 0 0 0 |
s | & 1 3 13
Total 22 10 4 2 2

The dispiéy shows thét modal absence Is confined to AOA §¥.
gpéakérs of AOA 6+ may respond to the past modal by el ther using the
past was, as in.

(§.i§) a. he was gna eat it .
, . ) (0S 12M10825sS)
b. he was happy
' (LG 12F110XPSS)
or simply with the modal will, as in,

(5.16) a. he will eat
- e (RM 13M110NFSS)
b. the king will drop the apple S
(CR 12M10915SS)

For AOA 8-, w&(é) becomes progressively more probable, with wda
finally replacing wd.

The further distinction between wda and wd, is g:ite cicar In

English: The suggested route of deveiopment is schem: " zed below.

(5.17) LOR 0-1 - 0
Mod (will)
LOR 1-4 Nor-Past Past
(will)  (wd)
LOR 4+ Past  Unreal
' (wd) (wda.
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The schema Is a simplification of the major trend of Table 5.1.
The LORs indicate the ranges in which the distinction appears to
develop. The Past-Unreal 565&5?5 unstable ev éh'at early AOAs according
to the test data: The evident reason for this will be discussed below

in the comparison of LP| and spontaneous speech behavior.

<5.4.1 Modal Comparison with Spanish Subjunctive

The equivale~t question in BSM-Spanish featured the perfect
preterite subjunctive. Its description is similar to the perfect of
the English past modals: In point of fact, the English modals
‘themselves arose as substitutes for the English subiuncfive'in var ious
uses; beginning In the late 0ld English period (ca. 11th Century) (cf:
Mustanoja, 1960, p. 552ff). Formally, the Spanish subjunctive differs
FFéﬁ»gﬁe English modal fnhthat the Spanish form is a verbal suffix; not
.an éuXilfafy. éonSéquéntiy, in the perfect construction; the auxiliary
haber (+ parFiciﬁie), equivalent to SE have (+ béffiéiﬁié); is fﬁé,héin
verb in the past subjunctive, contrary to the use of a past modal (e.q.

o 'would) in éhgiféb;

(5.18) (Qué hub-ie-ra pasado, si no se  hub-ie-ra .
What : have -pst-sjn happened if neg flx have-pst-sjn
comldo Ta comida? S
eaten the food? '
_ \ e -
The speakers showey some variation in their responses. Most -
5

commonly, speakers pneseﬁvéﬂ the construction, sometimes wi th
hesitation, e.g::
(5.19) el rey se uhm-el rey se lo hubi- hubiera comido.

\ , prf-pst-sjn .
’ (EG 13F200PXSE)

» N
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This was striking since the construction was not found in

A few speakers used a modal éonsiruciion featuring ir 'go;' The
past modal is in the imperfect form:

(5.20) Se la i;§§K§2',,, comer el rey.

reflx it go-impf(to) eat the king. B

(AP 12M200PXSE)

This modal structure is the imperfect form of the future
construction. Although a morphological future exists in Sténdard
“eanish, it is known to be dﬁéﬁé?éééé?iéfic of Mexican and Mexican
#z:rican Spanish vernacular (cf. Phillips, 1967; Gonzalez, 1970).
instead the present or 'go’ is used:

(5.21) Future. (Standard) el com-er-3

he eat-Inf-Fut

(Vernacular) el va a com-er
he go to eat-Inf

Thus, both in English and Spanish a modal is used in the future,
English will: Spanish go. Although, Semantféallyg Spanish go appears
at least as equivalent to the English future gna (with the auxiliary be
prezeding, e.g., was gna), there is no clear equivalence of the
Jﬁééé?ééi‘wiih an English form. Speakers never used forms like was

wiijliﬁéj, was would(ing) for the imperfect of the modal i& (go).

Although; was gna was used once in fesponSe'to the English BSM stimulus
(see (S;lS)_éBévé);'ﬁééE other speakers chose wd orvﬂég.

The imbérfééf future; using the modal ir is a link béetween the
Future (English and Sﬁéhigﬁ) and the past modal would. However,
speakers who did not imitate the stimulus perfect subjunctive more

oftén simply used the imgerfect form of the main verb, e.g.:

1

9)

..:é

55
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(3;22) se la comlo el-=se la com-[a el rey

~ . . . ?BM 11F200FXSS)
This use of the imperfect Instead of the past subjunctive is
well known to the literature on colloquial Spanish (e.g:; op. cit.;
also Lance, 1975; Bourciez, 1956). It was used In a variety of

contexts where éither would or woulda may occur in English equivalents.

In (5.22) above it seems to function as woulda, or was gna, cf.

(5.23)a. if | (had) caught it,. you woulda caught it.

b. if | (had) caught it;, you wete,gna catch it.
(not *woulda been gna)
But in some cases in spsech, the equivalent of the imperfect in

would or was gna, e.g.:

_(5.24). le dijo al loco-si se la xxx lo mataba

"he told the crazy man that if he xxx he would/was gna

kili him'
(AH 10M110XXSS)

In this case, the imperfect mat-aba (kill + Impf) is equlvalent

to the :past of the future, through the tense concord (sequence of
tense) rule applying to indirect speech; for example:
(S.fs) le dij-o "'si « . . lo v voy a mat-ar .
him telT-Past if . . . you go to Rili-lnf
‘he said "'if . . . I'm gna/will kill you.'

The Féﬁiaééﬁéﬁt of the Modal+Verb structure, ir-a V, by Verb +

1mpf V + aba/fa, is direct. Although the imperfett of the modal

structure is p055lble, it is not found (i.e., lo—lbaea matar)
In some other centexts, neither the Spanish modal ir nor English
gna are possibie, but would is equivalent to the Spanish imperfect.

One such context is the past habitual, e.g.:



FT

(5.26). . . . le da=ba dinero mi papa.
o  her give-Impf money my father
"My father useta/would give her money" 1
o ; - - (B 11F206255SS)
(cf. example see Chapter 4, section 4.5).
Here would s equivalent to the Spanish imperfect for iterative
) o ) - T
past habituals (active verbs); whereas useta also applies to durative

past habituals (Stative verbs) (e.g., | useta live thera, | useta be

short).
éimiiériy, would is equivéient to.the imperfect in hypotheticai
contexts such as the foiionng:
(5.27) if | were rich . . . yo le compraba a mi mama . . . daba 5
cien dolares ami mama . . . y luego iba y yo me ’
compraba } _ . i
. « - como tenis como Pumas . . . y luego . . . entraba
pa' todas partes football, basketball y baseball. Luego
.compraba todo el Dodger Stadium. :
Wif | were rich . . . | would buy my mother . . . would
give my mother a hundred dollars . . . and then | would
go n buy . . . like tennjes, like Pumas . . . and then .
. « | would attend all the football, basketball n
basebal! games n then | would buy the whole Dodger o .
Stadium."! S :
(DM 11M200XPSS)
Although would matches the itierfect, was gna does not fit DM's
example.
An equivalent tc the furthey distinction between would and wda,
as non-comittal vs. ui. 2l was not obsarved in the speakers' Sparish.
although standard Siéﬁtéﬁ >~ ides the distintion. The equivalent of
the 55§E modal in standard Spu.ish is the perfect of the past
subjunctive. This contrasts with the past subjunctive alone as the
Spanish equivalent pf wd in the stanuard English versisus of (5.26) and

(5.27) above.
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(5.28) 38 Sagiish - 35, Spemish Mm

Post ) (+ " v Past v
S;i'i would (+ sat) Ico:’e) l: : :f' e Eu:’b:._," l' g' (¢4 ::-'o.e:;"

Past  Model ¢ have (¢ V ¢ Pre) | have + Past ¢ Sin (s V & Pre) | unclear for semple
PfSin  would ¢ a (¢ eat ¢ en) Mb ¢ Jo ¢ ra (¢ com ¢ 1do)

The standard Spanish perfect subjunctive is extreﬁeiy rare in

spontaneous épanish sbeech as opposed to wda in spontaneous Engiish.

B ZA lack of distinction between the lmperfect (equivalent to
English would) and the perfect (equlvalent to English woulda) for

immature oral language development, in view of Phillips' (1967) .
observation that it is rareiy_encountered even among adult Spanish
speakers ln East Los Angeles (p. 5#0) The history of unreal

of the distinction appears to continue a tradition already established
an pre-lberlan Latln.f The preferred use of -se- (orlganally the Latln

Castillian standard norm, is of early Romance origin. in addition, the
means of making the distinction has shown numerous changes since the
beglnnlng of the lberlan ‘period.  This has primarily been the function

subjunctive with indicative forms: The -ca— form (originally *he Latnn

e past-perfect- lndlcatlve) is of- pre-lberlan—use forthe past perfect.

The use of the nonstandard imperfect indicative is of early lIberian

origin, but until the 01d Spanish period (ca._12th century), only with"

an auxiliary (haber); at that time it begins to appear directly with

the verb of the main clause: Use of the same auxiliary (haber) +

partlciple to form the past perfect sub junctive, the current standard,

is rare before the 15th century. The spread of -ra- from main to

if-clause is of equal age, and has totally replaced -se- in many

vernacular Spanish dialects, including those of concern to us here (cf.

Philiips, p. 320ff). Finally, the conditional -rfa- (the Romance

future past indicative) is.not commcnly used in unreal conditions in
Mes}{can-American Spanish of this area (cf. Phillips, p. 552), although
in standard Spuanish varieties it is commonly used in the main clause,
~and in Castilifan and Argentinian nonstandard dialects It has even
"spread to the if-clause.
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In English; it is likely that the relation of will and wd is not

transfefré& at first, but that the first médal acquired is will, which .

first marked for past, i.e., as wd, but

rather is used in contexts which would be past in both English and

Spanish (either through the preterite subjunctivé or imperfect). Next,

will and wd are distinguished according to the tense of the associated

if-clause; will, if the if-clause is present, Eﬂ if'the ifezlausy Is

constructions, as

This tense

i1lustrated below.

agreement hOIdé for both tngiishfand Sp&nish

Vernacular Sp.

S Y EngHsh _St; Sﬁiﬁﬁh
(5.29) o —
a. | Pres Pres Pres
e.g., if he _it] buy-s compr-a compr-a -
- | Modigna Fut Mod + Inf
he _me itiwill/'s gna give da-r3 | vaadar.
. _ b.. Past Past + S)n Past + Sjn
e.g., if bought compr-a-ra | compr-a-ra
- Hﬁd'& Past Past + Sjn add Mod + tmpf Inf or lmpf -~ - =
e9. ) he would glve™ "~ atTeka [T 1ba & dar da-ba
N - ] S
conditional
da-rfa

- The further distinction between wd and wda does not appear to be
reflected in the commonly used Spanish imperfect. Although the perfect
evidence of support in speech for formal transference of the Spanish

perfect to the English perfect past modal. In 5.4.3 (3), the problem

~ of the perfect past modal will be discu§$ed further.

5.4.2 - The Participle

It is worthwhile to qake oné further observation about the

structure of the unreal condition. This concerns the verb following

wda. In the standard English of the classroom, wda, like the perfect,
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requires a following verb to be in participial form, e.g., eaten. For
the verb eat, in our sample, this was never the case. Table 5.2 below

Table 5.2 Form of Verb Following Modal! wda.
’ I

would have +

AOA ate aten eat
0-5 9 1 1
6-8 0 0 2

9+ 0 0 0

As mentioned in Chapter 4 (section 4.3.2 (4)), in the
communities of the speakers (LA'Mexicén-Américan); either the past
participle of eat is ate (¢cf. standard eaten), or speakers of this age

group are still developing the adult-norm (eaten?), independently of

resolved it is-impossible to~apply _the BSM Instructions for scoring to
this form; since the BSM explicitly allows the use of nonstandard
(local community based) features without penalty in evaluating :1anguage.
proficiency. The troublé is that the BSM gives no list of such
features to help the scorer--nor can iE; given the present state of our
knowledge of the conventionally nonstandard English of Hiébééié
communities. 'Howevef; we have established that the pattern gf past and
participial forms of most verbs are identical in the spontaneous speech
of even AOA 0 and monolingual English speakérs for this age group in
‘these communities (cf: Chapter 4, section 4.3.2 (4)). The use of past

any basis.

26 4
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5.4.3 Comparison with Spontaneous Speech

Three méjor Féaturéé of morphniogy were djscuSsed in the
preceding section.

1. irrégular Past;

2. 3S; and
§. Past Modal (Unreéi éonu.iion);

THey wéré seen to sugg-=:st n order of acquiéition relative to
gach otﬁer, as in the order_of présentatfon immédiéfeiy above (cf;
iﬁiguré S;i, biagram S.i). jn furn, a compariSOn of test and
spontaneous speech behavior for each of these festuics foiiows;

1. irregular Past. The speakers whe showec =zriation in using

the irregular past in Chapter 4 section 4.3.2 (1), also showed

irregular past in LPI:
a. BSM,

b. LAS::

The BSM data has already been discussed. It is limited to 2
possible .cntexts. Across sﬁeakers an ordéring of the two contexts;
eat, fall, is evident. The LAS story feteiiing give§ moré'extensiQé
data, but is usuaiiy still much more limited than the data of
spontanaolis speech. | |

fiQUre §.3~beiow shows the cdrkéspondenté of the three sémpies;
Noté that data also occur for SO and Lﬁ; ?or whom there is no

sponiane’ous speech.
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Table 5.3 Comparison of Tokens (Possible Contexts) per Speaker

and Correspondence of Variation per Possible Contexts

to DI.
BSM  LAS Dl
Range (N.of possible contexts) 2-4 4-15  5-128
Average N/speaker 2.0 8.2  48.6
Average % difference from DI 3.0 149 --

Table 5:3 indicates that LAS corresponds more closely than the
BSM to §§65f56§66§ speech:

In view of the Féiéfiiléiy_ large di F?éi’éﬁéé?bétvieéh 8SM and bl,
adequately characterize the degree of variation in spontaneous sbeéch.
In contrast, LAS succeeds quite well for most speakers despite its
still limited cases. |

Allowing a difference of 103+ for disagreemsnt with the DI, BSM
shows a slightly greater tendency than LAS to underrate (LAS-3/9,
BSM-5/9). To ¢ -ne extent this is due to the larger inte;vais (due to
the smaiiér samp®  ; of BSHM. éuf éﬁﬁ‘aiSO shows the_same tendency
rélative to LAS aloné (cf. Ulibarri et al., 1980). LAS scoresware
higher than BSM for 5/11, lower for 3/11, Speakersi TGis is partially
explicable in terms of the verb fall: It does not occur in the LAS
story, which consists of many core past irregular verbs; e:g., ﬁégi

said, went among its contexts. Still, LAS also contains peripheral

irregular pasts such as drank, ate, gave, brought.
Figure 5.3 shows a greater tendency for the three measures to

converge on more developed irregular past speakers (AR through CR), and

‘to diverge for less developed speakers. (RR through AA).
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it is interesting that SO shows high development of irregular
pasts éétording to LAS. It confirms that her refusal to speak English
is social, rather than that‘shé does not have knowledge of the
irregular past equal to some of the more willing; though still
Spanish-preferent, speakers. In fact, her LAS level is among the '
highest, most comparable to CB. CB showed iéEEIESﬁEékﬁ about her
English-speaking image.

Two principles emerge from the 8éﬁﬁéFi§BHi

! 1. More cases (posslble contexts) increase correspondence

of test speech to spontaneous speech.

2. Rating relative to spontaneous speech is at least

partially determlned by particular verbs used.
2. 3S. The 3S data is too rare in LPI to expect any matching
with the variaiion found among speakers discussed in Chapter 4, section
4.3.1. Only the BSM segment encourages t the pos sibnlnty. In most cases
speakers provided only one possible context. Unmarking of verbs qu

past in the LAS is counted apart.

Variation in Di

Yes n:d. (= no data)
Number of Speakers 8 3

I Y|
Used 3S at least [~ /\
once in BSM Yes No Yes n.d.
o 5 | 1 [
Number of Speakers ) 5 (§))] 2

Used 35 at least )
orice in LAS : Yes No

Number of Speakers, 2

®

Diagram 5.2 Schema of relation of 35S variation in spontaneous
speech to 35S occurrence in BSM or LAS.

el
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Although 8 speakers exhibited a moderate dégrée of variation in
the spontaneous spéech of the bi, bniy 2 were régiStéréd in the singié
possibie'contéxt of the BSM. Of the three spéékérs for which there was
no quantifiabié data in DI (éﬁ; S0 and LC), the spéakér BR shows a sign
of 35 on the BSM. The other two both résponded to the quéstion without
giving a possibie context, e.g., is éating rather than wants.

ﬁossfbié contéxtsvfor 53 on the LAS turned out to appiy to verbs
not marked as past, e.g.:

(5.30) uh there was a ( ei )= a ( ei ) monster but he likes a

lemona'e . . . he . . . went for a walk'n he see a p- a
pin (=pink). He thinks . . . L
B (RM 13M210NFSS)

In (5.30), RM does not mark the past for like, see or think,

although he does for was and went; core irregular pasts: But two of
the three other verbs are marked-with 35, likes and thinks:. This has

of the present For the past In Spanish narratives and novie
‘descriptions (cf. Silva-Corvalan, 1981 for Chilean adgﬂ\ts). In both
languages subject-verb ag.eement is found in these contexts.

The AOA 0-5 speakers did not use the historical p;ésent in the
LAS story retelling. They inVariabiy used the past. They offer no
ﬁossibie contexts for 35. Only the variable 3S speakers showed the
unmarE{ng of verbs in past contexts in LAS. Where there was unmérkjng;
4 additional variable 35 speakers revealed occurrences of 35, Two
others, SO and LG, unmarked irregular pasts but showed no sign of 3S.

It is important to note that despite 3S in past contexts; this

. 22;,{)
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not ate-s. As noted in Chapter 4, section %.3.1, extensions of 3§ tc

occurred: Number for RM's. has-have; and tense Yor PQ's doesn't-don't.

The speakers indicate knowledge of the ﬁé?ﬁﬁé]é@iééi principle that 3S
applies only to subject-verb agreement for the preient (unmarked) form.

It is generally the case that for a feature whose diagnostic
value is considered iﬁaiééfivé of }anguage development to the 7
year-old monolingual level, 35 is underrepresented in the LPAls. This
is seen to have the effect of underrating, rather than overrating,
speakers for this feature, according to biéé?éﬁ.S.é.' Descriptions of
piéiﬁrés févér the copula be either with or without the progressive:
Stories favor the past tense. If the scoring system, based on error
analysis, ﬁéﬁéifééé fé} both failure to use past and failure to use 3S,

the form he eat for he ate faces double jeopardy.

in the analyses reported here 3S marking and irregu'ar pasts
have been treated as separate objects of anéiYsié.

“The Eonciusfon is the same as for irreéuiérwpéﬁts: The number
of pOSSfbie contexts is uSuéiiy too small to aécurateiy réfig;; usé and
implied knowledge. }

3. Past Modals. Past modais showed a higher ceiling than the
other two morphoiogicai features (see Figure 5.2). Traditionslly,, the
past modal is described as'refe;ring to a sftuaifon which is
impossible, specificgiiy because it is referenced as EybOEBéEiéé? in
relation to a past éQéhE; e.g.:

(5.31) if he (had) bought it, he would have given me it
Past Impossible
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Traditionally; the construction in (5:3:1) is called 5\

counterfactual condition: The if-clause represents a past event (x

bought y) which did not happen: The main clause; called the conclusiéh
(consequent or apodosis) of the ééhaiEiBH, features an impossible ééit
event (x gave y): - ' o ‘ -
As a counterfactual, the perfect past modal is a sign of |
recognition of the impossibility of é'ﬁyﬁéfﬁéfiééi event by virtue of -
its pastness: The concept of impossibility; or counterfactuality; is
of i@fé?égf to cognition in a deeply ifﬁéﬁigtié way, since it is not
observabie in events themselves (especially obvious If there was no
past event to observe), but rather is inferrable through the way the
éveﬁts are referred to. Linguists have often referred to éxpressions

contannlng counterfactuals as subjectnve for thns reason (i. e., they

[

refer to the user 's beliefs about real= actually occurrent and“unraal
events, not to objective facts accessible to all observers).

Counterfactuality was chavacteristic of alN uses of all the -
perfect past modais used by the speakers in the English Dis, e.;\\é-

(5.32) he could have givei it to me . )
he shbuld,have given it to me

in the Dis, speakers varied widely in the recognizable possible
contexts they provided for perfect past modals. One speaker in
particular, JF, shows a'range of contexts in spontaneous speech. In

all cases they make reference to past event§ e.g::

J

(5:33)  You shoulda seen, it was all messed up. S

‘ ' T ST (JF, 10M20055SE)
we woulda stepped on them in the car, o

we woulda ran over them. . ) )

(same speaker)
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The first citation refers tu a car wreck,. the second to a home
burgiary, both past events.
Further examples from other speakers were also counterfactual:
(5.34)a. 1 couldv saw it Saturday-no, Sunday. . ._ . ... .
) ) S (VS 12M200EXEE)
b. She coulda broke the window; she coulda got out.
VM 12F10555SS) -

In both cases, the events were counterfactual, i.e., VS did not
see it on any day, VM's character didn't break the window or gei out.

The perfect past modal méi'Bé nop-factive, like the non-perfect
past modals, in other contexts in some varieties of Engifsﬁ (cf.
discussion in Lyons, 1977, p: 793ff on counter- and QQn;féCtivity).
Non-factives.are not impossible events; but evenfé to which the speaker
is not committed ?é? ééfdéjify; Tﬁey may be possiEie but they are not
certain. Thus (5.34) above : -: has non-factive readings (about which -
traditlonal descriptions of :.giish are strangely mute), e.g.:
- (5.35) Maybe | saw it Saturday . . .

Maybe she broke the window . . .
This also extends to other past perféct modals in some Cohiékfg,

(5.36) You shoulda seen it, if you were there (so did you?)

If they were in the driveway when we came home, we
woulda run over them (so maybe we did without knowing)

The non-factive reading of the perfect past modal is not found

among the speakers. Theré is no evidence that it has developed as an

alternative for maybe + Past, or that it is a vernacular form: For the
speakers, the perfect past modal always presupposed the imbéssibfiity

{counterfactivity) of the event referred to.:
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Comparison of perfect past modal use in spontaneous.speech and
in the BSM is shown below: [In both situations the total N PéFék; to
speakers using modals of any type.

Table 5.4 Comparison of Percentage Speakers Using Past Modal

Out of Speakers Using Modals for Test and Spontaneous

Speech.
| BsM__ . .|ol_ |
AOA 0 ;76 (21) .50 (16) ‘
AOA 4-5 57 (7) 75 (4) -
AOA 6-8 29 (7) .80 (5)

A0A 9+ w00 (5) .| 20 (5)

First note that in spontaneous speech modals are relatively
rare. The test data show that non-occurrence s not associable with
lack of knowiedge. Now note that there is |ittle correspondence °
between the .two 'situations for AOA 0-8. [t is easieSt to account For
AOA 9+; in view of the correspondence of sitdétioné, as actual lack of
core iingufStic abfiity, not lack of context. Elsewhere, the most
of the past modal compared with spontaneous speech.

In offering the series of three pictures, the BSM allows the
speakers to useé the strategy of taking the reference point from the

first pictuire. This changes the. interpretation of the question

(5.37) what would the king have done if the dog hadn't eaten

his food?
to
(5.38) what would the king do, if Eﬁé dog didn't eat his food?
This strategy retains retrospective knowledge that the i?-éiﬁdéé
is hypothetical, as marked by the past (didn't eat’ "lows for the

0%
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dog's not eating the food as a still EOSSibié conclusion at the time
symbolized by the first panel (lae., the food is still on the piate);

in view of the possible use of this strategy in the BSM, but not
for wda is the result of lack of knowledge of wda, rather than possible
failure to realize that repetition of the past modal form in the
questicn is wanted. |

However, speaker béh?Vior in response to the Spanish equivalent
of the same question makes this latter possibility lass likely. All

seven AOA 6-8 spéakers responded with tha past subjunctive.

Furtaermore; 5 of the speakers used the Eerfecilfékﬁ contained in the
question, aithoqgh this use oF.the perfect was not found in spontaneous
speech. Séveral speakers used a non-standard form of the 5éFfect past
Subjunctivégré.g.: 7

© (5.39) hab-er-a comido (St hub-ier-a comido)
not recognizing the standard relation between the form of the past apd

subjunctive.

Thus, it becomes more likely that in English those speakers who
aid not ufé wda in the BSM; but did in spontaneous speech, had
difficuity interpreting wda in the context as distinct from wd.

The conclusion is that the perféct past modal Is a useful
diagnostic~to the eiﬁent that repetition implies speaker knowledge.
HéwéVéfg;the 1 lacks control to distinguish those speakers who use
the past modal in some, but not all, possible contexts, . . who

have no knowledge of its use.
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5.4.4 Conclusions About Morphology

~ The morphology elicited by the LPAls accuratejy reflects
spontaneous speech and the Iinguistiéiknowiedgé on which it is Based
only for the extremes of development; i.e.; virtuéi non-=speakers and
highly developed speakers. The number of examples and contexts used is
crucial to the accurate placement of intérmediate épeakers. Comparison
of the BSM and LAS with the DlIs indicates that a number of contexts
setween 5-10 approaches accuracy in corresponding to variation in
spontaneous speech. In principle, the number of possibievconféifé

speakers. '

As diséﬁssed in Chapter 4, séction 4.3.6, with the reservations
and qualifications already expréssed, there is a tendency toward
natural ordering of the three features discussed above. Of these, only

the ‘past modal construction shows a ceillng which also affects many AOA

0-5 speakérs at the sample age level. Use of the past modal is in

itself a more reliable sign of morphological parity with the most
3s.
5.5 Syntax

LPAl approaches to the measurement of syntactic development and

the iimitations on their applicability were discussed in Chapter b4,

A;eéiibﬁ §.5. 1In discussing syntax elicited in LPI, discussion will

focus primarily on the results of the LAS story retelling: Although
the data come from LAS, the analysis is also relevant to the scoring

methods used by the BINL.

|

g}
~3
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The story-retelling presents a wealth of ]lngUIStIC data.
ForemoSt, it elicits a coherent multlsentence unit (discourse unlt)
which can be compared both to |ts source (the recorded story) and to
other replicated éé?éiéﬁé. For present purposes we are interested in

the syntactic structure of the story as produced by each speaker. Our
aim is to compare how the syntactic abiiitleé, revealed by our analysis

of the LAS responses, relate to the morpﬁoiogiééi abilities evident in

the BSM respoiises,

For analysis of the syntactic structure of the stories two
variables wére selected which figure in the scoring ﬁFséé&ures of the
BINL. The BINL has its own elicitation instruments in a series of
pictures ahout which the subject is tp utter a suntence consisting of

one or more cliuses. The scoring favors iger and more syntactically

complex utterances. The BINL also has . = ‘iable of instant
descriptive creativity such that the visuai image . . the picture i3

required to be conv:. ted into a verbal ”éféfyf on the ¢pot. This is a
typical example of a test feature which rarely occurs;in everday
communication, but pre-ffgures the feddiiéﬁéﬁﬁ; of composition as a
writing skill. The story-rétéiiing is closer to everyday
communication. Although the semantic content is highly detérmined,
there is conscderable syntactic creatuvnty displayed by the speakers'

1) Story length - number of clauses/per stery;

2) Syntactic variety - number of types of clauses/per story

In Flgure 5.4 below;, the number of clauses in the stories are

broken down by AOA group.
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Percent 60 §

using number
of clauses .,

per story T
retelling )
20 ¢
00 { (N=7)
+ ~+— +~
2-10 1-15 16+

1
clauses per story

Figure 5.4 5istribution of clause per story4reteiiing by age of
arrival,

Although A0~ showed a clear relationship to morphological devélopment,
it shows no clear pattern for story length. Most speakers of .all AOA
groups tell the story in 11-15 clauses before they return to silence.

We might suspect that syntactic complexity would be a better
measure of |jnguistic davelopment than clause iéégiﬁ among speakers who
sr= already accustomed to producing multi-sentence units in everyday
situations. |In the present analysis, our interest in syntactic
complexity will be restricted to clause types. In the stories; we
singled out seven different clguse types used by at least j!é of the
speakers, aithough the LAS source only used 5 (aiso represenfed among
the 7).

1. n + clause. This simple type of clause is introduced by n

TrepF;ggﬁfing any form of the conjunction and), e.g., -

.+ . it was a giant n he like uh she like uh pink lemonade
« « « (PQ 12F, ADA6) ’
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2. (n) then * clause. Another simple clause type introduced by
either then or n then, e.n

. . . he ate uhm pink paint n_then the next day he was sick
- . . (cB 11F, AOA6) not Tn LAS source

3. so (then) * clause. Another common clause ‘type fn;roduced'ﬁy
either so or_so then, e.g:,
.+ . he liked pink lemonade a lot. So one day he went . . .
(MC 11M, ACAL) e

4. after/when + clause. A ciause introduced by when or after as
a subordinator. -

- . . when he dri- drink the water, he said, ‘that is not a
'emonade . . . (LG 12F; ADA10)

5. if + clause. This clause type, introduced by if, only

occurred in the story introducing an embedded question; e.g.,

. . . he went nsto go see if he find lem- pink lemonade . . .
(MER 11F, AOAS5) not in LAS source

6. relative clause. This typevbf clause is introduced by that or

Once upoi a time there was a- a silly oid monster -nst 1iked
to eat pink lemonade (BR 12M, ,'0A9)
« + . one day he saw what he thought was pink lemonade . . .
(EP 11F, AOAD) '

7. any other clause. The most common clauses of this type are
those with no introducing marker, €.g.,

. . «._he_said 0 he'll never drink pink ink again
(JP 12M,A0A0)

. . . he said that he'il never eat pink ink again

(AP 12M,A0A0)

or a clause introduced by the conjunctions but or because
(both rare): . .

.. . he went over to the ink but he didn't know

(KR 11M, AGAO)

v
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There is no clear pattern aiiéfimiﬁétiﬁj the AOA gfoups. Generally,

using

number ;A

@fﬁﬂi 40 §

:!9°s= 20 <. 26A 85 fNaT)
ypes 1 S ADA 9+ (N=7)

\> ACA_8-5 (N=28) .

oo 4 7  AGA 6-B (N=7)
2-3 45 6-7 Number of clause types

Figure 5.5 Distribution of variety of clause types by Age of
Arrival. )

"he-= is no clear relationship betwen ﬁoFbﬁolojiéal behavior and either
iength or clausal variety in-discourse units. wﬁile‘AOA'shows the
gradient development of morphological forms, it is indifferent to the
types of syntactic behavior we have anEB{\gated so far. |
T It is important to note in thls contex;\\ﬁa our approaches to the_

- We can

analy|s of morphology and syntax are necessarlly d|f'”
easily compare a morhological form with the standard form, t we

. . S . - . . - - ~;
cannot make such a comparison for syntactic vai:iety, since there is no

clear standard for story length or syntactic variety. It is far from

25y
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obvious that a speaker who uses only a few syntactic devices in the
story-retelling does so Bééédéé s/he does not have adequate command of
other %yﬁfééiié'aéViééé; We certainly cannot assume that each speaker
approached the story retelling task with the same enthusiasm, concern
for length or syntactic variétyé-quite apart from the issue of English
syntactic ability. |

:£.1 Comparison of Syntax in Test and Spontaneous Speech

(sl

Heasures such as number of ciéuééé; or variét9 of clause type,
characterize the story as a discourse unit. Aithough the story
retelling of the LAS is different from stories or narratives in the
Dis, in what the addressee(s) of the stories already know, there are
features shared. by the LAS stimulus story and 5ponianeéu§.§féFié§ and
rarratives. These features show higher level organizational properties
in which syntax plays a role. On the = - hand; there are
orgarizational propartias of ¢ .rory-retellings which are different

from the stimulus, and unlike the organization of discourse units in
Spontanéous speech. This has consequences for syntactic variety, but

not necessarily for particular syntactic constructions.

5.5.1 (A) Structure of LAS Story Retelling
B} ,

The following *gﬁéaé'aan; attention to organizational features

_narratives as they match the LAS=3timulus.
The extensions to the right of“the basic organizational uni:s represent
devices used for expanding information within pérticuiér qnifs;, In
rcal time the LAS-stimulus paSses as shown by the arrows. Each uni

and its right extensions, is composed of a sequence of clauses,

connected by various syntactic devices of coordination and/or i
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subordination. Syntactic complexity is not a necessary feature of
stories and narratives. Some spontaneous stories and narratives are
relatively simple with minimal syntactic variation within each unit

(cf. Labov 5 Waletzky, 1967). However; in the LAS-stimulus there is,

— — e = -

as discussed above; a degree of syntactic varuety.

DU Organization Feat:

comwon to . lponllnﬂnu lili illdmlom

speach and L(AS focevied on
o — L e cieic)
Orientation . Time  |— | once upon o time | (formufeic)
{porologue) - -

there was a who 1iked to 4rink : .

. . . wonsiter ——= | pink lomonade. (rel cl sdjunct)

scene | one summer day (eizenslor rot shown)
bhe_. ._. drank . . .
pink Ink . . . _ _

i _ - - } el e
Scane 2 The next day — — et oo o |
he was sick . . . 7@6{6?" ilaalo !lgt!o
l . e 't.l;\ orean gsldcn
_ — 3 presents frale flowars [flute
End . . . naver_drink - e
(epiloguel .. . ink egain _ _ (Tripte=1ist)

“igure 5:6 Scheme of tAS stlmulus, shownng DU organlzatlonal

According to the Labov-Waletzky analysns, all that is needed for
.a &if;’iiﬁél narrative is two consecutive temporally ordered clauses,
e.g.: g
(5.40) he drank ink {n then) he was sick.
In other contexts this may be interpreted as a minimal shift in
tima--and a feature of a single scenc, where scene is taken to have
locative as well as temporal boundaries. The connéctive all of a

sudden or suddenig expresses the témporéi lower limit on témporéi

consecutiveness {cf. Voifson; 1979).

&
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lowever, spontaneous DUs confirm that some «, iecw ztion is most

likely, at least in an initial time expression; e:J:. e _time (see

Chapter 4, section 4.5.2 (B)), and even more commoriy  the first’

mention of a human, either in an existential clause; or as a

" (A)). The once upon_a time is a specific feature of orientation to a

traditional story, and is not found in spontaneous stories involving
Labov & Waletzky (1967) also note the frequent use of an overt

ending to the narrative, e.g., n that was that, or a change of scene

device; €.9.; I still see him occas’snally, | never told anybody that

before. In spontaneous DUs, marking of endings was diverse, e.g.,
spsaker stops talking, tags like that's it, beginning of another DU by
same or next speaker. In the LAS stimulus, the end is a possible point
to the story, but it is apparent in speaker responses to the story that
the overriding;poTnt was to retell the story, not tu make the story's
spoint. . i
is interesting. The triple-list is a feature of specific genres of
stories, including many folk-tales (e.g., Goldilocks and the three
bears), and many story-type jokes of the 1-2-3+ punchline type (cf.
Sacks, 1974).

The following tabie shows that the story reteilings as a whole
did not reflect the features of the stimulus in the same way that

spontaneous DUs did; but tended to focus on the triple list. This is

25,
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and say either | don't remember, or precipitate 8 prompt by the

interviewer, such as is that al'" or anything else?:

Table 5.5 Ovarall Structure of the LAS Story-Retelling.

Orientation _____ |Body ____IEnd
Percentaqc of |once ipon~  there was Scenr Scene List | never
speakers a time ... monster 1 2 again
mentioning o - B
(N = 42) 016 iso -57 057 081 .llo

Table 5.5 shows that (1) once upon a time as a formulaic opening

w3as réreiy used; (2) the introduction of the monster (or giant) in an
existéntial clause was used by half the speakers; other speakers
considered the reférent to bé already shared, and introduced it as a

subjecf noun or pronoun, e.g., thé monster or hé/sﬁé, or usad the fréme

it's about a monster . . .3 (4) scene ! was counted as répréSéntéd i

the Speaker sepérafed the events of the stimulus fran the ?ntroductidn
by use of one day or words to that effect; (5) scene 2 was recognized

as distinct from Scene 1 if the speaker changed thz time referznce,

usually by the next day (as in the LAS stimulus), otherwise, a

distinction between Scene 1 and Scene 2 is not registered in the Table.
‘The table also shows that a small majority preserved the change of
scere. , , /

The triple-list is strikingly well attended to. Most speakers
appear to treat this as more criterial to their performance than any
other informatfonéixfeéturé ¢ the story. It is a salient feature of

the story in the test context for *hem.



organization of many speakers. The normal secuential relation of
\

events in time was largely adhered to; as was :“+ rasitioning of
orientation and end, when they occurred. Howiv~: . the bias on what

appears analogous to the cross-over ianguage choice in on-topic speech
in the PC (séé Chapter 3, section 3.2). §peakers concentrated on what
was less likely in spontaneous di5c0urSé, in this case the tripié;iisf'
embcdded in the LAéAStimuius Scene 2. Other séections were Qariabiy
assumed to be shared knowiedgé according to spéékers' actual |
pérformanCé, or were nof mentiongd for some other reason (e.g., membry,
lack of UndérSténding?).

THus, thé test situation as a situation of disgiaz changes the
value and distribution of information in the siudeni;s speech. The
selective focusing on certain types of information has édﬁééddéﬁééé in

the variety of syntactic devices used.

The previous sections illustrated the general mediating effect
of the test situation on syntactic variety in discourse structure:
“his section deals with speciiic syntactic structures as they occur in

the LAS story-retelling and spont:neous speech.

AH)
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Although we have séén that situation may affect the variety of
structures used, it is still possible to comﬁare ;he LAS-stimulus and
the rete’ ‘r§jons to éxpioré éYhtactic opinns used where a possibie
context is available. As 5n éxampie we COnsidFr the relative clause.

Table 5.6 below shows the number of speakers using each of the 7

clause types at least once. ,

Table 5.6 Number of Speakers Using Each Clause Type:

Other n+ | (n) thenj rel | so (then) +] aft/whn| if + |
cl- cl +,¢Lﬁ,ﬁ,lﬁ,c1_w,"¢1 _ l + ¢l - I cl
42 39 32 | 19 18 | 9 | i |

The RE (relatvve clause) structure is used by a littie less than

necessar 7 mean lack of knowledge of the structure. However, an

1-teresting pattern of use is otserved by either AOA or Age. Observe

Fi§uré 5.7. idO F
B ) 80 ¢
Percent o
of each 60
group -
using 40
the - T
re.ativc 20
clause E G
|n7
English 00 )
[ s
] v .
"AODA: 0-5 (N=28} 68 (N=7) 9+ (N=7)
Age: to-1) 11=12 12+
(N=5) {N=16) (N-Zl)

Figure 5.7 Percentage of speakers using the relative clause

structure in the LAS-English story retelling by age

of arrival (solid line) and actual age (broken
line).

; 286




rapid rate than the 4-5 AOA group, whom one would expect had

280

Figure 5.7 superimposes two displays, one by AOA and one by age.
AOA shows a pattern of the dépréssed middle group (AOA 6-8). féié
pattern is reminiscent of a pattern reported for several studies; but
most notably a Toronto study of immigrant students; by Cummins (19§i).

the following characteristics: Using the Peabody Vocabulary Téit:{PVT)
of English vocabﬁiary development, Cummins notes that those who arrived
at ages 2-3 showed more vocabulary development than those wh~ arrived
latéer. However, :hose who arrived at ages 4-5 did not sho. more |
vocabulary development than these who arrived at ages 6-7 ’in fact,

is the depressed middle group with respect to the PVT since they do not

show an advar *&ge over peers who arrived at a later age: -Cummins
suggests that rxic is & isterdependence betweeh'vocésuiary
development in Li and tj such that children in the more recent group
(6-7) were able to transfer the skills underlying vocabulary

more

Qs

acquisition in L; to i . and thus learn English vocabulary at

’
-

less

developed VOcabuiéry in Li’

If a similar intérdépendence argument were adapted to.explain
Spanish LAS responses. This pattern would have its critical point for
the middlé group. However, Figure 5.8 below shows a regular gradience

for relative clause in Spanish by bath age and AOA.

Qe
- ]
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100 J  A0A (22, 7, 7)

Percent of each 80
group using RC 70

Age (h, 13, 19)
in Spanish 60 : .

AOA: 0-5 6-8 9+
Age: 10-11 11-12 12+

Figure 5.8 Percentage of speakers using RC in the LAS Spanish

story retelling by AOA (solid) and actual age
(broken):

A furthe, breakdown of the data endangers the generalizability
of some of the cells, but consistently indicates that a relative
structure is more commonly found in the Spanish version than in the
English (comparison of first and third columns of any !ine in Table 5.7
below).

\\Table 5.7 fomparison of RC Use in Spanish and English
‘ Story-Retelling by AOA and Age.

A0A | Spanish only | both | English onlv | neither |

n -
- . 0-5 - L27 :22 .22 .27 (22)
- 6-8 43 14 .Co 43 (7)
9+ 257 43 =80 -390 (7}
Age .
10 .25 .00 25 .50 (4)
1 23 :38 .23 .15 (13)
12 47 .21 .06 .26 (19)

Wwhile the (RC in) neither or both (Ianguages) categorles show

‘\ the critical point pattern for both middle AOA and age, the Sganis
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only RC pattern is more commonly- used than the English only RC pattern.
_The evidence shows that virtually all speakers have develbped the RC '
constriction in at least one language. Thus, the interdependence

argument, Whlch predlcts lack of transfef due to lack of development -in

either language, is lnadequate for this case.

1

The comparlson with spontaneeus Speech below lndlcates that the
R e - / N
non-use ef relatlvl;ation is net charactqrustlc of the speakers 5}\\;

b . .. N ‘\.’

' y .
\ N .

syntactic knowledge.
. . _ el

Table 5.8 cOmparlson of Use of RC in LAS-E and -$ Story- .

Retelllng and use of RC in Engllsh Spontaneous .

’ ' ) Spee%h ) . s =
) . ) o ’777RC use in LAS ‘
‘. S ’ . I1Sp. only | both | Eng. only | neither |

-~ : . s — . s

) . Percent of speakers : 62 - | .55, 1.00 .78
. * -

' . using English RC in DI S o A o
S R QY ® | o) (9

Table 5.8 adopts the categories of RC pi*bduc'tlen \among speékers

accordlng to the LAS retelling, and compares them{wlth RC productlon in
‘ L 4

, the spontaneous Speech of DI. Serious duscrepanches exlst for most

- . . . P | "

| categories. ‘ . yi . ,

P . ! /

In spontaneous speech, fiore than half the Sganlshgonlyrspeakers

on LAS gave evidence of RC knowledge én Engltsh. F r these spiekers

the determinant of LAS performance was not lack of knowledge of the

‘English RC structure. . ' -
) : : . .
only half of ‘the speakers who exhlblted RC knowledge in both -

languages in LAS showed evldence of thus in spontaneous speech; 'thus

G

|l;ustrating that lack of occurrence of RG in-a particular speech

sample,yspontaneods ok not, is no; augomatically evidence of lack of

285
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\ o .
~ s ’ .
knowledge. Indeed, for the present ,ample, those speakers hho did not: Y

show the’structure were those who talked the least altogether. In*

order to-rECognIze the‘honiuse oﬂ a syntactic device in Speech; &

posslble context mus:t be recognlzed As mentioned in Chapter 5"

.
.

the apparent[y great number of‘options;‘which.is an important point T
with consequences for comparing test and spontaneops language on the L

discourse aaa gross syntactic level. Full discussion of this is .

resumed ln-the next sectlon.- . ; |

Lo

The Eng. only category shows good fit: Although the number of

.
R e

speakers is.small, it is evident that speakers who use RC in English . .

N . . . »

N i -

.more likely than in Spanlsh (on LAS) were also Iakely to use it in

A . e

spontaneous speech.

5

The common use of RC amongy speakers who showed no evidence for
'it on LAS eatabj%sﬁes the point of this section. The LPI does not’
| vreFlett actual syntactic asility in RC for many soéakérs. There is S
’ little left to an attempted lntprd;oendence explanatnon based darectly o s '
on’acqulsrzlon—of thls-syntactlc structure. For the most part; the b

EngIJsh. The three AOA 6-8 in this group a]l_showed RC in spontaneous

English speech (cs, os, Aﬁ). Therefore, there are fo speakers left oF

AOA 6-8 who did not have RC in at least one language., If they did nof- - ¢, _
~ " s

transfer |t to the other language, the explanatlon cannot‘be that 3t

* had fagled to develop in_either language. B : .
caapafiéaﬁ of ihe RE;in'Ehé.tPi and the géégiaﬁ; representing .
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As a result, the occurrence or non-occurrence of certain items

7777777 To ‘the

ievei.

L

extent that such syntactac features contribute to syntactic variety in

- .

-

any speech sample, inferences about spontaneous syntactlc variety and

x

about syntactlc abiiities, on the basis of LPI dlscourse data, are .- _ o

~

) unrellabie for many |nd|v1dual speakers, and not suitable. for making

) . - - ’ i ! . : , -
-— T fine;or cruciai,distinctionsvln grammaticai ab|I|ty. 5 )
. o . ] . N
‘/’ hd ) ’ .
N L]

. i ,
5. 5 2 Poss+b e Context in Syntact|c Anaiysls T '

In testing, as in any type of anaiysls, conciuslons about what o :'4§
speakers know and can do“are more securely based on observable behaV|or.. SR
than on non-observable behavior. Fanlure to do someth vng implies the C o '*,‘

77777777 been done in that context. In

inngunstnc anaiysls th|s means that absence of obse\yable behavior is
"’; ‘

" only s:gnnfncant if a posslbie cont

gxt can be recognlzed.
‘ . .
tion, of posslbie context in syntax .

7 i As mentloned ab0ve, recogni
g reh#ures understandlng of the Iarger discourse uses of syntax. Vhiie AR
*o

in morphoiogy, posS|ble,context is found on the level of a sangle word,

clause-level syntact|c un|ts have Iarger sections of dlscourse .as

) cohtexts. . . . . .
A ’ ’ . , S
| For example, i Chapter. l; s ctlon 4.5, 5, it was shown that a

speC|al context in which RG may occur is to-join an exlstential clause
.0 o

y ' j
wnth a* foiiowing ‘clause whose subject has the same referent as the NP ‘ 3 .
,,,,,, ¢ o
of the existentiai ciause. Aiternatlves to, the{reiativizatlon were _ S
; i o » . . \ . ' .r 7 "
Shown, e.g:t X ~ . " . X"
i . 7 L S AN - o
! (5.41)a. there was a man that/who fell. RE - ¢
i b. there was a man that he fell.  that®conjoined
/ - ¢- there was a man,7he fell, indep. clause chain
f d. there was a man C he fell. - ~other~ connective .
...... / - , ' .
1 3
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(where C is a conmective, aausiiy n, Bﬁt ﬁ,tﬁéﬁ also ohsérVEH); o
Theré WS§,6Vi&ence, in the gradient behavior by AGA that tyﬁé
\
(5. bl)b was lntermed1atn In developmnnt between (5 hl)c. and (S bl)a.

L

* . However, it was not evnéent that (5. hl)c. ceased to be a posslble _ .
- : 0 A

* .~ . alternative once (5 41)a. developed. in analyzing possible contexts | )

-for RC, the context represented In (S%ﬁi)c;zor d.,
o s 52). there was NP} (€) §; vp : .
) | ) ) )

L 'y
deres a pOSSﬂble context for comparlson of speakers. .

‘The tAS-stImulus directly uidlcates possible contexts For ‘the

- -

T retell:ng inits three occurrences .of the RG.' To the extent that N

. lnformatlon contained in these BCs is eIther omltted or syntactlcally . ' e

-

reorganlzed, actual: use of RC in.the retelllng was affec@ed.. The

y .

‘strmul RC are presented‘here. al - .

1 There was a sll)y old monster who likedutofdrtnk
- pink lemonade.f . Do
2. He drank what tooked like pink. lemonade. o R K
3; He didn' € Tike what_he.drank. ., =~ 7 : ;

‘ ‘ B 7.77”;"7 o . 4 :
’rls an RC. of the type dISCUSSed above. The'other‘two, '

"

L)

-

SRR [ (5'43);'f
| (5. h3) 2. and 3., are headless what-RCs; where the head (e g:
v
2 sometbing) and the RM (e.g., that) 'are combined into a single form
' o [" . . . . o _ . _ .
Wbat‘ 77 ".77777” 7.77. 77‘77.:7.7 7%;7777 7;777&;777777 - ‘77 '777 7 ) . - N ’ '..n \/.
) further analysis the information contained in the 3 RCs was

.

studied.in the retelling. A reflex of (5:43) 1. was Eééégﬁ:iéa if the

7 propositnon the monster 1iked (to drsnk) (somethlngj was expressed by a . y
- g S : .

given speaker. For (5.43) 2, the reorganlzatlbn was ‘qui te radical. _

-~

-

LA nThe Spanish, equivalent for, the RC what is 10 que on the LAS. It 1;

x - occurred comdonly -in spontaneous Spanish as well.. In English RC what

was. also observed for some speakers, but not as commonly. . ; i
. . -~ . o I~ ) N B




~

‘a great many devices were used, €.g.:

s
Usually “the entlre RC waé'replaced with lt;litory referent, Ejnk lnk..
The |nformat|on ifr the RC was. counted as mentioned as Iong as some
exbrassion was used tn indicate the yﬂsjake in the event pf'drlnklng;

<. .

. PR
a. he saw what he thought was plnk lemonade EPllF
b. he drink m paint that look llke uh lemonade SOlZF

Participial Adjurict

¥

‘¢c. he drank the pink ink thinking it was pink lemonade
IG11F ) . .
Adverbial Phrase

-d. he drank it by mistake EGI12F

Coordination

[ ® »
R J

.&. he saw.: . . pink lemonade n he thought it was pink
.. lemonade RM11M :

independent Chain - ,

1

T f.. it wasn 't lemonade it was pink ink. LA12F

) The informatioi in (5 h3) 3. was usually omitted altogether.

Excluded from the count of mention is quotattons of the monstér to the
V4

effect that ”thls isn't pink lemonade” slnce that |nformat|on is glven

in another clause in the stlmulus. o : . .

3 Table 5 9 below shows the percentage .of speakers mentlonlng each

S

of the 3 RCs as lnformatuon units in the English retelllng.

- v .

Table 5 9 Percentage of Speakers Mentronlng the Information

. ‘Contaifed in the LAS Stimutus RCs. - N
- t . . S - . -
. SR L1 |2 |3
. . - ' -- = ' - - — - .
Percentage of Speakers ; 81| .95 | .19 N
mentioning information .
(N - l'Z) l“ - - - .Y e . -
. Ve : : ;/ >—;\ \ . ‘/

»




o The table shows a high degree of p'r'éééFv'éEiah of the element of .
. . b . ’ } Lo
ortentatlon Fn (5 43) i., and of the motlvation for the unfortunate, }Z
. E

S eveqt in (5. ‘63) 2., but npt of g ‘03( ,. o _ B

“

Thn followlng table shows that the syntactic device of. RC to

-~ J N

organnze the information unlts does not shgy the effect of- their 5;

- -

different content, but is equally unl|kely for all.

Y

Table 5.10 Pgrcentage of Speakers Using RC for lnFormatton of _‘ .

v ‘ : Table 5797out of Si Total Speakers ‘Mentioning IR
' Informat ion. - 7 _ o oo
. . . 1, . . . B - R i . .‘
e ) o RC 1 2 3 ", " o

¥

Percentage of Speakers . .29 | .23 | .25 o o
using RC out of numbers R B B . R S
‘mentioning information unit (34) (EO) : (8)_" - : ‘ T

<

I ’ .
. I ~ : L § "

f : . T e data _demonstrate that tﬁk retelllng task laCEE Suffidient .
- control to relate test behav:or to actual syntactlc ablllty It is not
&.—/ ‘. ’

clear why the RC IS dlsfavored in the stimulus 'nstances. Ability is

only partially responsible. Othef;syntacth options are available and
' used. WEtﬁbul control of options and moiives for mention or omission,

.a crude count of~syntact1c structures does not indicate syntééfaé Tl
/ . .
ab??ity, or Lts rélétlon to djscourse ability. - » .
- ’ . 7 . '

“

; . v }
5.5.3 Conclusuons About .Syntax B f -
: - The structure of dlsqburse and its effect on length oF . } i

A - . -

utterances (measured above in number of clauses per story-retelllﬁg) . .
5 ‘. oo

' greater influence of the test situation than does;morphology ) LT -
s gd :
\ o No principl pattern by ADA applnes to syntax, alth‘ﬁgh ﬂg does

- to morphology.' . . v ’ . - o
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-

situatnons and spontaneous sntuations is not possible for most -2

speakers; tack -of agreement - is caused by various factors. For most [_.

Speakers, the DUsreIicited by LPAls are of‘a different naturée than
\ N _ "
those prdﬁuced spontanedusly; Even spontaneous DUs of the same type--

.eiges narratlves-—95r9 in Iength according to varaous factors. ~ The : X

bases for what,lnformation a partlcular Speaker expresses or omits in

.o N
, =

each s:tuation is undoubtediy different. A méjor difference derives

Y

»

-to co-ﬁart|C|pants- In spontaneouséiit:ations it iéﬁhigh for the 7/ ] -

~
sntpatnons; the dufference between speaker and addresee knowledge Is .

either negligible, or the addresee has greater knowiedge than the

sbeakera Therefore, the basis on- whnch the information is selected is
3 - ~ ~
. dlfferent. \— . ' .
- ., - ,,: - P L L ol
Thi§ difference in situation also affects syntactic variety, : :

siice ciagse structuke is determlned by the relation of information .

dnits to each other; ll was seen" that particular syntactlc

fa ® . AN

Structures-ee.g;;-the_relative c]ause--might be conberted into a main e

. _ S - - R - - . e
clause in reteTling, and not be a sign that the speaker had not

o ;speaker sdnse of 3 structure in a test situation may be an indication

of leyei of deveiopment in spoﬁténébJs;speéch, or at ieast'of'syntactic-'
knawledge, non-iise of a stgucture in the test situation is not
A 5naiéati9e of syntactrc.abuIity,_unless context makes it necessary for ' L

that structure. to be used, accordlng to some rational critérion. This

- -—.‘” E ;; T | 295 ' . '» -. ,;:_ 3
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lS not the case for any current tests which use any measure of length

-
’ a

~or varlety, wthh ls not surprlslng since the theOYetlcal bases for

-

analysus of Syntax in dnscourse ls a recent developmenb, and the

.

recognntlon of posslble context for a syntactlc structure is mutﬁ'less
“ L

well developed than nts analog in morphology. This acts to the

s detriment of accurate relatlve orderung of speakers on a sésie of
/' / o o
syntactic deyelopment,_when they are rated for what they don' t,say, in

“addition to what they say.
L4 : ~ - w ’

-
[

5.6 lmpJJ;atlons for Language ProELClenqy Testing

The findlngs of the present study help explain why different

LPALs; based on gifferent grammatical criteria, are non-comparable.
4

’Regardless of the scoring procedures used, ‘to the extent that.LPAls

dlffer in the welght they asslgn to syntactic and morphologlcal

phenomena; the dnfferen/lal effects of the test situation will confound

ability and interactional constraints on dlsplay of abnlity for syntax

% -

in saﬁpling size of specific morphologlcal features for |ndivldual
speakers, hut not for situational effscts. On the other hand;
tradltlonally used morphologlcal data-points. show a low ceiling, which

is of little use for estaéllshlng equal accessnblllty to education for

" ages greater than sgven, if the speaker has achieved the seven-year old .

level. 1t is possible that knowledge of the past modal. structure may
have a higher celling; as indicated by the findings reported above:

Potentlally, dnscoque level syntax is a more powerful indicator
of level of. development relevant to schoog achlevement for later

grades; The storage of information in syntactlc form is directly

26
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s . L . o . . } ' s
relevant to composition (organization of written langmage In writing),. -
and the retrlieval of information stored Jn syntactic form is directly:
— S ’ / C
; felevant to reading comprehension. The obscuring of- the distinction o
. B 7 . ¢ B . " ) o -
betWeé% the ‘use of syntactic forms jn discourse contexts and the . ' |
« - ability -to produce the syntactic forms, typical of sentence-level g.
syntactic studies; has resulted.in the widely beiieved assertion that , -
Y e . .- Y S D
syntactic development” is equivalent fo inshéloglcal‘development; and’
‘has the same early ceiling. The following quotes are representative of
‘the emphasis ﬁdiléﬁ thé,éarii development df'gynieciié ability, with
. qualifications reduced to subordinate status (as iﬁaiéiiéa by my : K
underlining). : o . S R :
‘ Ce . . ' : e N 4
\ (5.45)a. It is now well established that by the age of about 5 ,
L ,years, the great majority of children have achieved — : /.
\ control of the basic grammar and phonology of their.
\ langhage (Wells, in press), though it has been argued
\ j that there are residual areas which are not mastered
- . until somewhat late (cf. Chomsky, 1969). . . =
: , . : - (French & Maclure; 1981, p. 207) -
, v. First is the acquisition of what Bruner (1973) has, .
/ T termed the ''species minjmum'' involving the phonological,
: ) syntactic and semantic skills which _most native speakers o
-, ‘ have largely acquired by age 'six. For example, there-is the
S little difference between the phonological competence of
a'six and 1h year old: Similarly, mastery of basi& ' .
syntax approaches maturity by age six, although the - “
dev r more sophlsticated rules and flexibility
— , in _grammatical control will continue Into early :
- adolescence (Chomsky, 1972). o o o ' !
: ; " (Cummins, 1981, p. 8) ~
c. It Ts generally held that by approximately age 5 .
children will have acquired the sound system of their
native language, -most (though ot all) of the syntactic_ i
features; ‘and many of the _rules of Tanguage use for that -
language: o , e . +
. - (NIE Report . . . Title Vig 1981, p.. 30)
it is the syntactic features referred to in the underlined :
subordihate clausés that offer the possibility of more appropriate L
- ' 27 T
R '
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~—~i<< : v S g 7' o
syntactic criteria ‘for older Speakers: As seen in Chapter 4, various

;;yp@s of clause structureq are not commonly used. at the late

*

uwfth’predlcate relatnvnzatlon, e;g.:

3

preadoiescent age; some of these features show AOA-grading as well,

ry T e —:\
e.g., certain types of relativization {the tatin rule uSed in mature
standard Eﬁgiiéﬁf inciuding the 5a;§e§§ive wﬁogeé, or any use of which

" and certann §u56rd|nate structures (e.g., the (al)though clause). As

noted in' Ghépten h; section b, 5:7, even some featu{gs whlch are \

vernacular, but‘pot standard, are not observed in the speech of the ‘

—,’\

»
<

~ ' - ¢ - - -
(5.46) n then we had to do our own work which in & way it helps
' yk cause you learn . : j

0 -,; (nvt1r, ELA)
In sum; it is not.at all Ilkely that f:ve-year-olds and

adeiescentSIadults organizé information syntactically in the same way,

‘or have only minor differences in syntactic options (minor in academic

impor tance?), aithough it is commoniy observed that some syntactic

_ A final point nkeds to be made concerning the consequences that

the finding of non-comparabullty has had on proposed asseesment

procedures. This has to do with the nature of measurements used in

scoring. h

5.6.1 ﬁulticriternalntg,Testingrand Measurement

In the wake of the finding of ngn-comparabliity of differsnt

LPAIs emphasizing different combinations of core linguistic features
(e;g., UJibarrf t al. , 1980), and with tbe greatly expanded awarness

6F‘interactldnal |nfluences on Ilngu stic performance, prsmaraly due to

| 2‘9'8. - \ | »

r

3
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 the ethnography ot commUnlcatlon approach with lts.construct of

communlcatlve compe!ence, leadlng to the compar ison of llnguistlc

behavlor in test sltuatlons/and spontaneous speech behavlor (reflec&ed.

in tge test notlon of concurreﬁt valldlty), and ln’the absence of a "

prnncnpled basis for choosing among different measures, there has been
7

‘atrend toward proposing multicrlterlal assessment models as a system

.

-of checks and balances on over-rellance on a sungle measure., The NIE

" Title VI proposal of-lQBlgreflects this trénd.. To quote:-

(5.#7)a; v e language proflclency, being a complex of

behaviors and competencies may not be 'assessable'

presented about the various instruments suggests many

problems -+ . : . Including the fact that different

procedures have a tendency to yield dlffereqt

information. (BW: whlch is problematic for.
comparablllty) ,,,,,,
ﬁls S Title Vi, 1981, P 78)

b. A muiilgle criteria assessment model offers the:

advahvage of a broader range. of-coverage of sklhls,

‘less stress on any one indicator as THE lndlcaﬂor, the

! ~ opportunity for the:child to demonstrate profiiciency
in_the least threatening mode, and a kind of bullt in
validity check. - L
y L ,  (ep- cit,"p. 78)

As the authors suggest, given the present state of the art in
language proflclency testlng, this is the. safest proposal in the
lnterests of an accurate assessment of the llngulstlc abilltles of

speakers for any given language. Most test theorlsts agree (cf.

However, there are further proposals whlch appear to emanate
from a practncally motlvated truncation. of this research process,

whlch, in my oplnlon, entail a great deal of rlsk\to accurate

' L
assessment of language, 0f not anformed by communlty norms and

developmehtal features of spontaneous speech. These riqrs have to do

. ~ M \

with a single instrupent. Furthermore, technical data




'contnﬂual research).
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with the fundamental standards for measurement rather _than with the
4 . : . ‘ *‘ -

- - - - -y - - - - . - 777/ T o - - 77! R ”7‘
choice of any particular JingU?Stle'crlteria as. objects of lnterest

i

,(Inngulstlc crlterua be:ng, in prlnciple, open-ended and subject to

—_—— e

R
For example, the NIE Tltle Vi report goes on to tentatlvely < o
suggest the development of an FSI=1ike procedure. Fundamental to this e

- . . * N : .

. procedure is an impressionistic rating scale with mimimal analytic

N

~criteria (numerical scales for general categories of behaviors, e.3y.,

) ) ) AT o ) .
syntax, phonology, etc.)’ Essentially this flts into a trend tOWard

holistic evaluation of Iangunstic behavlor (cf Farhady, 1979).
\

. ﬂndoubtedly, the motuvatlo:m?or holistic evaluatlon, as bpposed to . .-7 A

O

" uze of holistic evaluation, with its potential savings in ‘\

[ \ 1 .
ﬁuscrete-ponnt evaluation (where parameters are more pneclsely .
-

def:ned), vs dictated by practical consuderatuons, prlmarily
/

applylng test crlterla‘beyond a Eerféln degree of analysis: The

1
. y

“problem is: The cruder the analysis the more problematic the -

interpretation of the results; and thus Information for prescribling
' - - - .. ‘. . .

treatment. -

" On the experimental level, some findings of convergence between
discrete pqint and émmpréssion}sgie measures have encouraged extended\\k\
teachér;tésiér'training costs. Some of these are reported ImUlibarri
et al., (1980, 1981). One finding suggesting convergence between
discrete point and;jmeressionisiic measures s EHE‘réw-sco;p/‘i

rank-brdering between BSM, a“discrete-point te#t, and LAS, a mixture of

discrete-point and impressic'?stic measures, with the impress(pnfstlc

. \ S . : o
Lo ' - E]t)(] _ r

<7 ) } ‘ o I . / . e
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(5.48) . . . when the raw score distributions of the tests are
-t compared; the relationship between thé tests ‘changes
‘with a definite and/consistent pattern of agreement

{i.e.,; fewer cross-overs In rank ordering of subjects

5{ along raw test _scores) between thetASandBSH'?ézall

. - three grades (BW, 1.e., first, third and fifth grades).
.+ i+ . the main difference between the LAS and BSM is due
| to differences.in the way cut-off points for NES/LES/FES

' 7 categories are defined by the tests! publishers: If new

cocedures were defined for determining NES/LES/FES i
classifications, It i's llkely that the LAS and BSM would
show more agreement. e
o 7 (Ulibarri et al., 1981, p. 65)
~Ulibarri et al. concludes |

(5.49) Given the extreme difference in content between the LAS
: ﬁésult is encouraging and suggests that

- and BSM; this
' the state of 'the art in oral language proficiency
assessment i5 _not as poor as some may think: - -

\ Lis (EE; cit:, ps’ 65_)_

- A F -
-3

However; closer scrutiny suggests that the convergencte in the
raw scores of these two LPAIS is-primarily due.to convergence of -
different:standardskof~Qeasurement,of'thé same specific core iiﬁéuiéiic
Féatdies,'théﬁé of morphology. At Fiééi_gjiﬁéé this is not clear due
to the inherent hoiisiiciva;uenesé of the LAS éFitéfia;?oF Erdauctioﬂ"
(été?y=ketéiiiﬁ§), of i;ieresi are the middis points on thé 5-point

scale of the LAS, where | have underlined the instructions which
1} . '

_substitute impressionistic estimates for actual quantification

(characteristic of BSM scoring): L.

(5.50) Level 3: : & : the most salient characteristic of Level
' 3 [s that a more or less complete view of the story is
produced;, although the sentences, while more coherent

‘than in Level 2 (BW: lower proficiency) are still =

awkward and syntactic errors tend to repeat themselves

| ¢

with native-1tke fluency with only an occ
in either syntax or vocabulary.

sional error

tevel 4. . . . the student'proauces.eohE+gnt sentences

< e | .. (tAs J'ng%uau, p: 9)

&

. o . ' "Q”.; B é;tii;m_

&
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- "~ That the specific critérion of moroﬁéioay is used; in practice;
in this seemlngly holistic rating of production in story-retell|ng '
’
would explain convegﬁence with the BSM raw scores (recall that gxgg

rsfers,to thehword-Ievel, feeay morphology, in BSM for the most part)
This is.confirmed by Rodr i guez-Brown & E}Jas—el|vares' (1981) study of
six bilingual children in Chicago (5§é§ 5316,,third grade). They .

report that: . )
. ! ’ P

(5;51) the story retelllng SUbtest (BW of the LAS) C e proved

. to be as good a preductor of English proflciency as the
total score :for all children. __ _,  _ . _
' (R-B ez E-0, 1981, pe 20)

On ‘the other hand, they show dvversity in the other LAS subtests

(whlch happen to be dnscrete-point) for the lower proflcient chiidren

i_g cit. Table n, p. 19) " Therefore, the convergence found by -
Ulibarri et al. is most likely due to the heavy we|ght put on the LAS

story-retelling; not to convergence of different content, but rather—to
I ! B
¢ the impllcnt use of the siﬁé'morﬁhological criteria. Whether this is-

due to .some prior tralning of the test scorers in séﬁgiiivriy-to

morphologlcal differences from standard Engllsh or some mor* Easic
reactnon to the same cr|ter|a wldespread among Engllsh—speaklng (at
least middle class) popuiations, 15 not clear. y

The point here is that the discrete-polnt measure comes closer
y: to eiEj”ihiﬁé the thyergehce than does the impressionlst|c measure,

and. therefore s1ows a sclentific basis For evaluating the fairness of.
the measure, and opens the possibiiity of specific treatments.

—— - ’
Ultimately, holistic, lmpre55|onistic measures, while of

’ )

»experimental and practlcal value, are weak In explanatory power, in

iééodﬁtabiiitz for the causes of the Impressions that they reflect.

T S T Bug
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This applies no less to the FSI than to any other Impréssionistic
measure. While as a situational. format the FSI provides a model. in. the
. [y ' . ' 4 . - .

direction of .encouraging speech approaching the sporitaneous speech of

less topic-controtled situations, its demonstration of inter=rater

‘réiiSBility is not in itself vaiuébié to placément or treatment; The

distinguishing nonstandard vernacular.Forms of Engllsh from -
underdeveloped command of any form of English. However, If the measure
is impresslonistic, rather than Ei}eréte, it w%it,be more as#?icuvt;to

treétment._ Thus wlll make it more difficult to locate judments based

Y

on preJuduces agaunst nonstandard forms of speech. For example, no
current proficiency measure will distinguish the yernacular use of the
past for partlclple cémmoniy used by AQA 0 lite preadolescent

monolungual and bulsngual Engllsh speake , as in, _ i

(5.52) He hasn't came yet ] -

from underdeveloped nc?ms, such as lack of Irregular past and/or 3S

agreement characteristic of only later AOA bilinguals, and not even.of
even-zea old\monollnguals (of relevant communltles), as in,

(5.53) Jast nlght my mother teil me lf | feel slcR.

It Bés been the purpose of the present reportﬁto go be?ond a

concern )for ranklng of speakers for placement purposes, toward a

concreteNdemonstration. of the relatlon of lnteractlonal dlscourse and )
. :

)
’

core linguistic abilities to sach other. This is consistent with the
point of view that the goal of education is to bulld on the basls of

what speaRers do Rnow, and how they behgve, to introduce what they

s

don't know and need to learn in the educatlonal process. Placement is

- SHS ) )

[y
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-

only a Flrst step, and placement wnthout diagnostic value is of .

e"tremely 1imited utlllty toward provndlng teachers wnth vnform tlon

aboat - tﬁélr students' language ablllttes in Shy language. ltrls
¢
hypothesd zed on the basis" of its general soundness, and the lack oF
/r
contradnctory evldence, that the strategy of treatment. dgpends oniiﬁe

nature ‘of the problem, and the nature of the problem is clearly

different for examples such as (5.52) and (5.53) above, as in many

other cases discussed in the body of thls;repcrt. : o .
e e . : . ¢
SRR , . . .

»

- 5.7 Conzlusions

Eﬂ;s final section of .the report summarizes the findings and

conclusions of the toplCISltuatlbn projéct. The first subséctibn

summarizes the |

LPAls. The second subsection summarnzes the\flndlngs as they relate
At -

more generally to this age and grade group.

o

5.7.1 SummaryeoifLPAluRelated F+nd4”” T .

-
\

1. leferent llngulstlc systems (components of langusdge, e.g:,

syntax, morphology} and s@bsystems within.cqmponents; e.g:,

tarse, modes, negation, agreement) evolve at different

rates, but there Is sofie predictability of ordering across
some separate systems according to the nature of. the system
(e.g., grammatically vs. lexically. determlned rules, and
rules which have analogs in the L1 (Spanish)Ssystem vs:

that don t)s

oJogy as a whole shows little effect of situation,

unlesy it involves a soclally sensitive feature recognized

/ the speaker (e: g:; ain't for copula + not; as in isn't;.

t ' Small amounts of data elicited by by tPAls, If

of connected discourse (as in a story-retelllng),
.rather th isolated sentences, show similar patterns to

> gqntaneous sp

' studied are not at

Y
<
YN

L et e
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For the topic/situation sample, development of selected

S t.- . .-" . English morphemes showed a clear ;gndéngyf;owgggwﬁéﬁ6lIngﬂai
i z norms either of the commun ity or the school (standard

dily with length of residence

P .~ English), increasing stea
. - (LoR). ' T /
3. LOR also showea#cfitlcal.perléd--be.twe‘en&k-Slgears--.ln ,

| \ speskers-exhibited clear preference for Spanish (below
Tsh (above the.LOR) in peer interaction; gnd
I extended discourse (multi-sentence

ended discourse (multi-sentence).. .

j . _Thig-was all the mor striking since it sometimes, conflicted -

i - with-the dominance registered by. the LPAI measures Used.to

-~ classify the speakers. : s R T

P . NS e ’:v_.rgr o ) : f's“,?’ 2 7
moEphologys. . v

s were seen to depend on the measyre used. ~

2. 5h fro

owed quite’ different pattarning from

: . ‘The patterns of use of syntax in sbéﬁiiﬁé@@@féﬁééch,cénQéé .
* , ’ be sampled by conventional LPAls. The patterns of use
' elicited by LPAls aiejﬁét;éésilyfqugrg[eggble'SatSIdé of

- " consideration of the influence of the test ‘situation itself,
: both in terms of the speaker's motiva jon to talk and =
s N his/her perception (or interpretation) of what is required
- (or wanted). _ g - - .
) : _ <
o . o KL r .= - o
P The knowledge, and especially lse, of particular syntactic:
e ~ “ structures are difficult to sqmple in LPAls because they .
5 .- are, for the most pért;’Felgiiﬁgly,jﬁFFéiuent comparéd to - .
the more common morphological structures. - X

-

Lo : . . R R ) s B : .‘7, . '7~
P : We found that many SYﬁtacth‘gtructdFEE:?ﬁ,Sﬁbpténébﬂsf'

= : - gpeech are still in the process of develsping, at least if

i t NS they are ‘to reach the standard norm (and in some-cases, the
' . adult community norms) independently of LOR; evén among __
Y \ . speakeFs \for yhom English 1s virtually L... Thils, it would
R . _ . Eé'groségi' ndcclrate to claim that linguistic competence,
" _ even.in the

o " .. - structures; Is virtually devefopad to adult capatity for Ly.

trictest sense'of control of syntactic”

speakers before the age of 6, or thereabouts. Skills are

N , stil1 developing within the narrow age range of the

. .. ~topic/situation study; and our knowledge of adyt. norms, *
: insufficlient as it is, Jeads us to infer that more -
‘ .. develdpment will take place. . . o - ' \
L . At _the sagefﬁiﬁéi”§f§§ﬁiiétibhéi straiéglesogthé.bl. .
U8 " mylti-sentence level often.show transter across languages. .
B i' ‘In some cases; the direction of -transfer is clear; in other
| e . cases it is not, and may appear to'be.simpl K e
" : language- independent. .- ' A )
' '/ - ~ .' ’ .‘
. | . { ‘ .

o B ~_: - . ve o - v

. L . v'f,,'__ . @ 3 .
j L. S, . ;03UU Lo T :




5. 2 2 Summary of ' General Flndlng_ L ae

5.

A low. level of morphologlcal development, Whlch (as stated

~ above) patterns with & low LOR, also patterns wlth the

(making allowances ‘foP some inexact ess)--e.ga; .

subject auxiliary reversal in a spontaneous questlon--but do

npt maintdih English over more than three clauses

(containing finite verbs), whether for lexical, -
morphofoglcal, syntactic or socla?-reasons. T

relatively easy construct and use for evaluatlgn ‘of

" The; lmplicatlonstgor tPAls is that tests of morphology ‘are

"morpholuagical development. However, they will not be

representative,of functional speeéh behavior - unless they

allow for extended discourse. More precise measures than

are_currently used can be developeq,for a finer reaa‘ng of

develoﬁment., However; the relation’of morphologlcil te

syntactic and discourse. development is not well established

and ‘variey_both within (accordlng tz topic/situation) and
B

across |nd vlduals. Therefore, synt ct|c measures.whlch

disinclination ;to use extended speech in English - --.. . . .

spontanedusly. Therefore, there is'little display, of LT
" syntactic.patterns in .discourse. Such speakers often

attempt--and even sgcceed—-lnigslngicomplex structhres‘ o

- -

servlceable for. extremely crude dlstlnctlons, e.g., betwein ‘

a speaker of. very low development and others: For others,
the . vandables of sltuetlon and motlvatuon confound the -
measure. . _ 7 ) 4

» B

i.

e
Both soclal and llngulstlc factors determ.. € language

preference. Some speakers:(1ike SD or CS) have,abilities in

one language beyond their preferences, whereas other -

speakers (1ike JB)Jhave preferences.beyond the abilitVes
normally exhibited by spea%:;s with those preferences.

These affect their dlspositi

ct th n to use one or another
r ln other conrexts;

language in' the classroom,

Generally, at age 10-12, English prefereﬁce is establlshed

at LOR 5-6 years: Arrivals at AOAs which do not allow this

LOR may show a faster _rate of acquisition of English-than

speakers arriving at younger ages §not actually shown but

suggested by SO's test performante compared withy say, RR,

cf. Flgure 5:3), but may be ,reticent about using Engllsh ln

front of peers.’ Agpthis age, there are fewer. speakers at

early stages of English language development. This is a

social fact which affects some speakers' preferences and

‘actual behaVior.

a r

-~

A

e etz
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3. Situation has a measurable effect on discourse and core

- ]

-+ 7 linguistic performance. “The Eééfﬂéﬁﬁh"?is_ﬁer;elgggigi;ﬁéhy'

©speakers distort ‘their. performance away from the-direction

S  of spontaneous speech| (as defonstrated, in Chapter 3;-3:2 and -
,/ in this QHSﬁté”}Séc;Jon15i§.1 (A)), giving.the impression

—n . 7. that they percelve. that the intent of the test Isito show

what they don't, know, at, the expense’ of what they do know _

“ ) : ggliﬁ.iﬁé:ﬁbsSIbI\jj*’prQefenSIVe;behQVIor of quashing what

e R they do know In ordef to avoid the academic “slﬁ“ of being
, \ : o7 . : o

' wrong);
. 4, There are fﬁrthér.iingu@éiiéféﬁjtétié whichs can be developed

for late ﬁréédblésient;age groups_for both school and

o ‘test thék{-léﬁguége;abiI!gies;giﬁ N

R vernacular speech to ‘test. th
" | : determining accessibility to 8a English-only academic

program, with those of mono!ingual or early AOA bilinguals.

;ﬂﬁ‘ . This has been shown In exampies from past modals, certain - ﬁyf

' " aspects of relativization and subordination devices of other . K
kinds. This cuts |ﬁ§prqha§7§ﬁﬁﬁiﬁ§,(Véfibusfrgfe?gggéé) has., "
distingulshed from basit, nonrlinguistic context~1oaded, '

early acquired;(b§;mqﬁolinguals),1snguag¢;ptgfggréﬁ§y,(6r,

Sbillties). However; .there Is |ittle evidence that these L

further language abllities (exemp) ified concretely above)
are a product of exposure to SChOblf(!ﬁ'thgfga@ging.thét . I

Krashen, €.g-, 1981, has argued that the more dasi .
morphological orders of acquisition are not .significantly

affected by instruction at any age, put especially below the

" age, of 12), rather than features of natural deve]opment, :

although with possible cognitive and ‘academic conSequences. .. .

On the basis of these findings as they apply to the use of
. syntax for the organization of information in ‘larger _ o
" multi=clause discourse units, | have suggésted that they. are’

\\»‘ : indeed relevant to production and comprehension of more’

compléx written texts, independent of the effect of reduced.

= non=1inguistic context in the written language.

; : 5. To the extent that the source of the particular problem
' : prescribes the mode of gréa;mgngif“ni that teachers need -
ljagnostic and dui]ltit!vé:IﬁfgtmgAioﬁ o bridge from what
.tudents know to where they want to take| them, it is _
yssential to distiqguish vernacular from undéerdeveloped .
| inguistic forms, at any level of analysls. For o. .

d ommunities such as East Ubs Angeles.

ongstanding bilingual communities st
‘or various barrics In New York City and elsewhere)

/ernacular and underdeveloped forms cannot be distinguished |
r and und |

5y using monol Ingual community middle class norms, oF

standard norms, as criterial, but must be distinguished f
through the establishment of monolingual and/or early AOA
bilingual norms in the community serviced.. (Thus, for )
example; it has been shown that use of tell for ‘stapndard ask .
of subject-aux{Yiary Inversion in embedded wh-questions does.

not, imply Ihdlvtdua!jﬁféﬁ%fé?éhdé from Spanish as opposed to
ggm@dﬁit9~hormsifqhgther age-graded or more general¥y . -
developed, cf. Chapter 4, h.4ff). : )

!
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There is novevidence from morphology and syntax that by ages

10-12" bLiIngualism or exposuré-to standard language (1f
confisled to. school) adversely affects the Wevelopment of .

rnacular Janguage. Wlth regard to bilingualism it
14 many cases what can be transferred |
*from one language €9/ the other indeed does transfer (e.g.,
in morphology;. the”plural -suffix already characteristic of
‘all speakers; the past jtense as a category with early .

acquisition of the core irregular pasts, cf. Chapter 4, . '

¥%3.2; in syntax, thé ''standard'--but ‘also community, i.e.y"

vernacular-- form of the embedded yes/no question without an

" apparent subject/auxiliary inversion stage,. among other

features, cf. Chapter 4; L.4). With _regard to exposure to.

the .standard, it has been shown for English that this does.
not affect vernacular use of the past, for the participle of

perfect forms ror non-use of Latinate relative clause

_structures. From these findings it ‘is concluded that

bilingualism is Aot detrimental to the development of oral

language skills, that transference of later developed

_linguistic.skills is 1ikely, and that emphasis on oral

production of standard forms, at the expense of written
production and comprehension of the stanng

rd forms, is -
ilinguals of ages

misplaced toward™the goal of literacy for: ages
10+. § . _ '

1
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you were younger, maybe still play? How do you play? Who taught you?
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APPEND IX A K
Experimental interwiew sequence for the top/sit study. ‘L«
e, ; ] s

(Set up FéffFaiﬁé equipment. Turn on.) -
BEGIN. PR - o ' By s
{Topic: Language choice) What language should we start in, Spanish. or _
English, or both? . : : . TN :
INTRODUCE: - PN : ' ! ' SR
{§pgagg£7§yig§mgiggd age. Elr t d|§gigbqtlon79f7talk ) Tell me each !

. your names and' ages. (Explaih—tglthem: ''so later dﬁen I piay the tape o
back | can tell whose volce Is yhose.") ~ _ . : ) A
DEFINE SITUATION. (Give your namé"ﬂave themruse your first name. Use TN
their first: names:) . « : S
. ~ C A—;'.

BEGIN TOPICS. (Drop and/or mo’ify as*you see. flt ) : ' i& "
(places) Tell me all the p you ve‘llved “(distribute) .

Which was the best? Why? - , : . .
. (Maybe tie in animals; pets, if rural.) o ST
DESCRIPTION DU TRY. . , o | ZA .

Tell me about the house. How many  rooms? Where? , ST T

SWITCH TRY. (Switch Ianguage ) Another one. K S o
TOPIC. (hbme) How many ‘in your family? Who? . R A .f
© What's it Inke to be the oldest/youngest/ etc. ? \

RN

PURSUE TOPIC (if seems productive) (Try for a narratove;j\SiEiiﬁ§§,
etC M : : \ ]

SWITCH TRY. (Try fgg §po§ber DU.in the ogbegflgnguage] R : ;:gu}
(*The switch tries usually fail as reported In the body of , : t
thié report ) . \\a . oo~
TRANSITION: Tell me about the games you 5iayéa outside of gchool when A

R A ) -

do you choose sides? - :

. , _ , :

“TOPIC: (frieg "Who are your best friends no&? What do you do? ﬁ

s (blkes, boar¢ s, cars, etc.) How did you meet? Did you always have the .

same best frléﬁds? What ‘happened? ' E

b \SaPIC. (natlonalltoes) Are all your best friends the same natioﬁéiity? : fﬂ

s at ‘are the different.nationalities where you. llve?\lGet wordsbet o
nationalitles.):. where do the closest whltes/blacks/who else~ live?

TOPIG; (prejqdice)-bo you think there's a lot of prejudice around "here?

-7‘ '.”;*,. o s Y




P

’
€

why? (Go for story.) , &
LY

;TéPic.”,(ﬁélghbdihbbds)7VWhlcb”1§'thé best/worst neighborhood around
here? Why? (agreement? distribute:) . . o
.Have you ever felt-you were in danger? scared? accidents? =«
~ _ Are there gangs aroupd here? Do they have names? How do they dress?
PO What do they do? {go for story). . : ;

TOPIG. (customs) What kind of clothes do you like? etc. What do other
_people wear? ‘ .

u k , cap_on each%s
. other? What do they say? Do they do it in Spanish/English
< too?: ‘ :

\

ToPIC. (verbal skills) Do you know any jokes? Do Ki

TOPIC. (school) Have you been to.a lotta schools? Which was the best?
Why? Best teacher? Why? Worst teacher? Why? How do you like the.
‘4ilingual classes (if "appropriate)? Why?

TOPIC: (gnticipation) What do you think about going to junior high
school? Know anyone there yet? Who? What do they say? -What about

{ ' getting older? Do you think you've changed much? What did you usgta
do that you don't do anymorel : , .
TOPIC: (Ehé“?ﬁfﬁfé/ﬁBﬁé?§ Rave you thought about what you want to do .
;o ‘a@s a job/career (never put it as ''whata you wanna do when you grow up''.'
Have yo? égegﬁgggf‘éfy MONEY? How? What did yow do wi;h ig?
TOPIC: (beliefs ahd magic) When:you were litgle were you afraid of
. monsters or any®hing? j : ;

‘What about now? Do_you believe things like that exist? What about
people from outer -space? Flying saucers? ESP? Magic? etc: Know any

s scary of creepy placesf Haunted house?

— S S
TOPIC. (vicarious experience).! Watch TV? Seen any. good movies? .Can
~ things like that really happen? Why do you say that? Did you ever see
7 anything like that in real life? Who did? :

What else? What fusic don't you 1ike? Do you dance? Are you going to

Jearn how? Can you describe$one? ; . '

/. .~ <best? Have you ever been in love? When? What happened? How many
boy/girl-friends ve you had? How did you become friends?

;// | TOPIC. (social life). Parties? Which was the last one? Which one was

TORIC. (food)) What a§7j§ﬁiliké’td:éét§ Can you cook? How do you/does .
she (usually mother) make it? Did you ever try to make something and it
didn't turn out right? (story:) - ¢ .

PEER CONFERENGE: .
. 1 want you all to take. this book and make up a story together: |'m.

N gonna leave so you can be alone, but I'm leaving thg taperecorder on. Y
_ When | come back | want eéach of you to tell me a sf%Srlyqu make up .

31y

ToPic. (music). Do you listen to music? Ragio? Records? What kind? ii
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about it in both English and Spanish. If you have trouble, we'll help

‘each other; so don't worry. 1'11 be back in about 10 minutes. (*seems . L
like the. stories only take 5 minutes for both languages. Leave time for »
spontaneous’ talk.) , P . : : E

RETURN; S
' The story retellings (make short). (;\

v TOPIC. (language). Do you ever talk Spanish/English? When? Why?
' "Whigh ohe do you feel you know better?. Why? : . .
Who ‘do you talk mostly Spanish/English to? AN
What happens if you use the .other one? ' ,
END. OK. Thanks. for talking with me. | have to talk to some more
people now, and see what they think too.

S
) ;
_ J{L A / B
© . / )
> . \/ " - : >
i ‘
= 0 e
3 g -~ ; | b
N - .:
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- Format for the Language Proficiency lhterview.
? ) . ’: o . N 2 -

1. Use order Spanlsh a-b, and then English a-b, if posslble.

2 Speaker PUtS on clip-on micrephone..Start recording equlpment, ' ¥y -
Begin the Iinterview. - .

como te If—\Js? ‘ o _ ) *\;7/%
~ - . 7 .
: Y cuantos anos tienes? : _ . . B}
.Jlo que vamos hacer no tiene que ver con la escuela.
3. Begin test simulation., o N\
Present pictures 5:5 from the BSM picture booklet.

P v A INSERT BSM pictures 5= 7 ’ ' *

T a. Spanish (from BSM=1 child response booklet, p6):

donde esta el perro en este dibujo? {pointing to picture 6)

y donde esta el rey en este dlbujo? {pointing to plcture 7)

donde esta el rey en este dibujo? (polntlng to picture 5) - DL
26; lpicféré"S) porque tiene %1 una ESFSﬁa? o ' ;
éi; /(p; 5) que duiefé el ﬁéF?& que haga el ‘rey?
| 22, de quien es la comida que gl perro se quiere comer?
v_\ . 23; que paso con la comida del rey? (see picture 7).
24, que hublera pasado si el perro no se hubiera éﬁﬁidb la comida? oo f

95T porque se cayo 1a manzana? B T =

3

§1779§o”es todo qon este. Ahora vamos hacer otra cosa. Vas a oir un _
cuento y luego me lo vas a_contar. (plays LAS-) Spanish ‘stofy on & s
separate cassette recorder). ' : ~a .

LAS-1 Stbry. (cf. LAS Manual, p7)

5 : v ‘graciosa; a quien e gustaba comer helado de fresas. Asi que un dla de

~ verano se fue a comer lo que parecia helado de fresas. No.le. gusto lo
que comio Y dljo -- esto noues helado de fresas, es pintura -roja. Al

La historia de una giganta. Habla una vez una giganta morada y




OK: Now we're gonna do the same thing in English:}

25. Why did it fall down?

315

-

ffffff 7

Cuando sus amngos vanlergn a visitarla le preguntaron: como te

sientes? =-No muy bien, contesto. Sentimos mucho que la pintura. roja

te haya puesto enferma, asi que te. trajimos unos regalutos.gjéiggégante

grande le dio un poco de pan fresco; el gigante mediano le unys

‘palmeras rosadas; y la glganta pequena_le dio una trompeta de plata.

: --Gracaas, dijo 1a giganta. Creo que ahora me slento un poco mejor. Y

nunca mas voy a comer pintura.

-
(interviewer to child) Ahora me puedes contar el cuento? L

Transition to English versions of language proficiency test segments.

L , A Y
4 Engllsh version.

a. BSM-1. (same pictures as for Spanish version. From BSM Engllsh
child responSe boeklet, p6) - - :
\ >

where is the kung in this plcture? (p 5)" .

Where's the dog in this picture? (p:6).

And where's the kung in this plcture? (p.7)
21, th-is the dog Iookung at the king? (p. 5)

22; Wwhat happened to the king's food? (p 7) .

23; Hhat would have happened if -the dog hadn't eaten the food?

24, What happened to that apple? (p.7)

-,

~ 'b. LAS-1. Same protocol as for Spanish 3:.b. above: Fi§§§ the.
Engljish version of the story for production In LAS-1 (tAS Manual,pb)-

The sllly old monster. Once upon a time thecg was a silly old
monster who 1lked to drink pink lemonade. So oné summer day he went

and drank what looked Iike pink lemaggde: He didn't like what he. drank

and said, "This is not pink lemonade, this is pink\ink:'" The next day

the silly old monster felt very sick. When all of his. frlends came to

visit_him_they asked_him: 'how are you?'' ‘'Not very well"; he answered.

'We're sorry the pink ink made_you sick,' they said, "'so we brought you'

some presents.’ The big monster gave hlm some fresh fruit; the middle

slzed monster g§ve him some green flowers; and the little monster gave

him a gold flute. The silly old monster said; '"Thapk you. | think |

feel a llttle better now., And I'm never going to)drink pink ink

again.'

Ve
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/ ABBREVIATIONS
v
(see below for speaker identification code.)
“ ) .
AOA  age of arrival.
BINL Basic Inventory of Natural Language (an_LPAI).
N ,
BSM Bilingual Syntax Measure (an LPAI).
_ [4
C norm community norm.
‘ . 77 777 777777 7777 o 777 ) 7 L L4
D norq{ developmental norm.. 7 o
ol discourse interview. '
- DU Y discourse unit: 3
HLS Home Language Survey:
LA language abilities:
. LAS Language Assessment Scales ‘ap LPAI).
~ : v
: L8 language behavior. ‘ 7 }
7777777777777 - ‘ L4
EOR Iength of residence.
LP Ianguage profuc:ency.
LPA language proficiency. assessiment.
. s . - .
LPAI lahgu5gé ﬁfaficiéhcy assessment instrument.
~ " LPI ; language proficsency interview.
_'ﬂﬁ multlplé negation. ; : : . N A—
. . :
- O-H object=head: a relative clause whose head is the object of
- the main verb. : .
o - '
0-RC object relatlve clause: a relative clause whose head refers
to the ebJect of the verb of the relative clause.
] L . /
N PC peer conference; . /
RC. relative clause: - 1 g .
6323 (i
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M
L
[

RIM Fééiéliy isolated minority (school).

m:)RM relative marker. - s

-

Positions SeEY

, - - ’ F
sc * subject copy.. : :

S=H subject-head: a relative clause whose head is the subject of
the main verb. : ) 7
S=RC subject-relative clause: a.relative clause whose head refers

to the subject of the verb of the relative clause.

T norm  transfer norm: : -
. . . '//

_ , e Y | 4 ;
Speaker identiflcation. Citations of individual speakers éze fol lowed
by a speaker identification code which allows convenient access to

simportant demographic febtures of the speaker. An example 'of the code’

ist ? ) . .
AL12F10724SE S

~ There are 12 positions in the code. ;

, ST cant
1-2 _assign an arbitrary sequence of letters representing a

unique identification of each speaker, e.g. AL.

3-4 ,give the speaker's’age,-e.g. 12.

5 _identifies the speaker's sex: M or F.' < .

6 indicates the site of the interviews: either 1 or 2.

7-8 indicate the speaker's age of arrival; e.gs: 07 (at ég;
seven). . . ;

9 ©  indicates the speaker's attributed ENGLISH language.
prof iciency, according, to the school records. This is a

. number if the LAS was used, and a letter if the BINL was

used. E.g. In the example, the number is 2, indicating that

Engl-ish-language-proficiency).,

a0 indicates the speaker's attributed SPANISH language

proficiency; according to thé,§Eh66l‘rétérdsgwé.g.,t?itﬁe
example the speaker was recorded as a LAS 4 (fluent language

proficiency): 7 : :

11-12  indicates the language(s) recorded on the speaker's home

language survey. There are three possibilities: EE= English_
only, $S= Spanish only, SE= Spanish and English both reported
in home. : : ( )

o
;
.
8
- :‘
2
:

the English score was recorded by. the LAS as a 2 (low Timited
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_“ % \ihenever there is missing Information; an X is entered iﬁ the

appropriate position. For the most part, this applies only
positions 9-12, especially for 10 (a speaker who was not recordeo For
Spanish language proficiency according to any asse';sment instrument).

JI !
I




