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Réamhrd

Is bred linn a fhégairt go
bhfuil an chéad fhoilseachén &
Chumann na Teangeolafochta Feidhmi
ar f4il. T4 stil againn go
gcuirfidh na daoine ati ag plé le
miineadh agus foghlaim teanga go
gineardlita suim ann. T4 na hailt
até san fhoilseachin seo bunaithe
ar léachtai a tugadh ag an chéad
seiminedr bliantéiil a bhi ag an
Chumann i mi Mhérta, 1978, i
gColdiste na Triondide. 1Is é
cuspdir Chumann na Tezngeolaiochta
Feidhmi suim agus taighde sa
Teangeolaiocht Fheidhmeach a chur
chun cinn ar cibé bealach ina dtig
a leithéid a dhéanamh. Thig le
céimi ar bith a bhfuil dléthbhaint
aige le ndé ati ag déanamh taighde
go lénaimseartha sa Teangeolafiocht
Fheidhmeach iarratas ar bhallrafocht
sa Chumann a lorg. Is ball de
Chumann IdirndisiGnta na
Teangeolaiochta Feidhmi (AILA) an
cumann againn féin. D& bharr sin,
bionn baint mhér ag an Chumann le
cumainn as tiortha eile agus bionn
malartd eolais ar sifil go rialta
idir na cumainn go 1éir, an Cumann
Idirndisilnta san &direamh.

An tEagarthéir

U

Introduction

We are glad to announce that
the first publication from the
Irish Association for Applied
Linguistics (IRAAL) is available.
We hope that all those invclved in
the teaching and acquisition of
language generally will have a
special interest in the publication.
The contents are based on the
prouceedings of the lst Annual
seminar organised by the Association
in March 1978, in Trinity Collere,
Dublin. The objectives of IRAAL are
to promote interest and research in
Applied Linguistics at every level.
Any graduate who is actively engaged
in or researching in Applied
Linguistics may apply for membership
of the Association. IRAAL is zlso a
member of the parent body (AILA) and
therefore, the association is in
contact with similar associations in
other countries and there is a
regular exchange of information
between the various associations,
including AILA.

b

The Editor




O

ERIC

Aruitoxt provided by Eic:

Buiochas

Is mian le Cumann na
Teangeolafochta Feidhmi a mhér-
bhuiochas a chur in ifil do dhaoine
agus do Institifiidi &irithe a
chuidigh linn i leagan amach an
tSeiminedir i mi Mhérta 1978 agus
le hullmh@i an fhoilseachiin seo.
Cuirimid 4r mbufiochas in ill sa
chéad 4it do Institifiid
Teangeolaiochta Eirearn a thug
deontas diinn le cléscriobh agus
foilsiQi Teanga a chur i gcrich.

Ba mhaith linn &r mbuifochas a
ghabhdil le hiidardis Choléiste
na Triondide as cead a thabhairt
d{inn an coldiste a {isdid mar
14thais an tseiminedir. T4 &r
mbuiochas tuillte chomh maith ag
na hOll{ina Barbara Wright agus
Francis Higman én gColdiste
céanna a rinne comhoibrill linn
agus a chuidigh ar gach sli le
reachtdil an tseiminedir.

Ghabhaimid buiochas chomh maith
leis na cléscriobhaithe a rinne
jab bred ar chléscriobh na
l&mhscribhinni eags(la.

T4 ar mbuiochas ar deireadh ag
dul don eagarthdir, an Dr.
Dénall P. 0 Raoill a chaith dua
agus am le hullmh@ichdn agus le
heagarthdireacht na l&mhscri-
bhinni sa déigh go mbeidis reidh
le haghaidh an tseiminedir a
bheas ar si011 i wi Mhérta 1979.

Cliona Mhic Mhathina

(UVachtarén)
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THE STUDY OF INTERLANGUAGE

Dénall P. O Baoill

Institidid Teangeolaiochta Eireann, Dublin

I would like to begin by reading to you a quotation by the famous linguist
Noam Chomsky, from a lecture he gave at the North-Eastern Conference, in 1966.
The relevance of this quotation will become obvious, I hope, as I go through
the lecture. Chomsky said: "I am frankly sceptical about the significance,
for the teaching of language, of such insights and understandings as have been
attained in linguistics and psychology. t is possible, even likely, that
principles of psychology and of linguistics and research in these disciplines
may supply insights useful to the language teacher, but this must be demonstrated
and cannot be presumed. It is the language teacher himself who must validate
or refute any specific proposal".

Now of course many things have happened since then. People who were
working in applied linguistics, and teaching, were looking very much at linguistics
to get insights into what might be suitable for, or applicable to their teaching.
But they soon got very tired of this, because what was going on in linguistics
was changing very rapidly, and a lot of the things they had been expecting were
not forthcoming. What happened then, was that a group of people decided that
they were going to start doing their own work on the speech of the learner, the
learner's language. That is what I will be talking about here, what I call the
study of Interlanguage, that is the study of the language of the learner at any
stage of his learning career, and the problems associated with such learning.

There are three competing theories or descriptions of the learner's language,
that we must deal with:-
1. Contrastive Analysis (CA);
2. Error Analysis (EA);
3. Interlanguage (IL).
Those theories are of course inter-related. They have developed in different
ways, and at different times, and I shall try, in the course of the lecture, to

describe to you how they have developed, why they have developed, and whether any
one of the theories is an improvement on what came before.

There are five different ways in which these theories can differ:-

(i) In the theoretical assumptions behind each;
(ii) The methodologies which they use;
(iii) The nature and scope of the data which they collect;

(iv) The kind of insights about learner's language
that we can get from them;

and (v) Their implications for practical classroom teaching.

J




The crucial point here is how the theory and methodology of Interlanguage differs
from Contrastive Analysis, and from Error Analysis, and whether or not the
difference amounts to an improvement.

Contrastive Analysis is mainly an American invention, in that it was pursued
mostly in American Universities, especially in the Univesity of Michigan, under
Lado; there are five characteristics that we can associate with C.A.:-

(a) That the main cause, or perhaps the sole cause of all the
problems that learners have, can be attributed to their
Native Language, henceforth (NL);

(b) That the difficulties of learning are due to the differences
between the NL and the Target Language, henceforth (TL), that
is, the language which the learner is trying to master;

(c) The greater the differences, the more acute the learning
problem;

(d) That a comparison between the languages beforehand is
necessary to predict the difficulties;

and (e) That one has to look at what the languages have in common,
and subtract that from the total of the two languages, in

order to see what difficulties the student or learner will
have to master.

This theory is by far the '"best worked out" of all three. The only problem
is that there is no complete C.A. of any two languages in existence. People
worked on one ASPECT of the two languages, e.g. the deictic system; the use of
the auxiliary system; the use made of verbs like have, be and must, etc.;
the aspectual system as it differs from the proper tense system in a language,
and of course, most of all, phonology. Most of the studies have been done in
phonology, because it was more concise, and one could actually compare differences.
So a study was made of on¢ aspect of the two languages, to see what they both
had in common; then it was deduced that the problems would be, of course, things
that they did not have in common®.

There were many problems with this kind of theory, the first one being, that
the areas of contrast were not always the areas of greatest difficulty for the
learner. This theory was attacked, from all sides, especially because of its
claim, that most or almost all of the errors in T.L. learning were due to N.L.

interference.

This rejection of C.A. began around 1967. It was brought about mainly
through the observations of the language teachers themselves, which proved three
things: -

H.B. George, writing in 1972, estimated that 30% of all errors could be
traced to N.L. interference.

[evnn
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(a) that there were more errors in learners' speech than
could be caused by interlingual interference;

(b) that if you use error analysis, which they were proposing,
you were actually working on the errurs the student made,
rather than hypothesising about the errors he/she would make;

and (c¢) that in using error analysis you avoided another problem of
C.A., namely equivalence, that is, when is a phrase or
question in one language equivalent to the corresponding
phrase or question in the second language?

When those things could not be described under C.A., people began to work
on Error Analysis — on actual data from learners. The goal of E.A. is to
facilitate the process of foreign language learning, by studying errors within
a scientific framework, consistent with both linguistic theory, and learning
theory. There are three steps in an E.A. scheme:-

(1) Deseription, that is, you set up a hierarchy of errors —
the types of errors you can have in a language;

(2) Explanation, which is a much more difficult area, that is
trying to find an explanation for the errors. They can be
either social or psychological, or caused by teaching
methodology or by the T.L., or the N.L. The problem is to
try to explain them in detail;

(3) Therapy, which is the step they were most interested in,
that is how information about errors is to be used.

There were various ways in which this could be done:-

(a) by producing teaching materials;
(b) by having better grading methods;
(c) by revising syllabuses in a non ad-hoc manner;
(d) by objectifying grading;
(e) by having a proper ranking of teaching priorities;
and (f) Dby constructing tests, which would be relevant to the
different levels of learning.

There were also problems with this type of analysis, despite the fact that it
had some benefits as opposed to contrastive analysis.

Around the same time 1967, under the influence of British Applied Linguists
and people associated with them, a new type of study emerged, which is usually
referred to as the study of Interlanguage (IL). (L means a language somewhere
between the N.L. and the T.L. It can be at a bas”c¢ stage, or at an intermediate
level or at an advanced stage. The person most associated with IL is Prof. Pit
Corder, of the University of Edinburgh. In an article written in 1967, he
cutlined and described what he meant by IL, and how it might be beneficial to
look at IL, in order to see what we could find there and then build our own
hypotheses, instead of depending on linguistic theory facilitating us in this

114
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direction. For the next six or seven years, Corder and other people associated
with him, such as Strevens and Richards produced a series of papers, dealing

ith IL. They also used other names to describe Interlanguage. Corder called
it Idiosyncratic Dialects, Nemser callel it Approximate Systems, and it was
Selinker who first used the term Interlanguage, and this has now become the
accepted term to describe the type of language that learners, who have not yet
got full command of the T.L., speak.

The main discovery this group made was that IL was rule-governed and,
therefore, that it was describable in linguistic terms. We might ask why IL
as a discipline has grown? The current approach to language treats child
language learning as a progression of self-contained, internally-structured
systems, getting increasingly similar to the adult language system. The
parallelism between this change of approach in developmental psycholinguistics,
and the change from traditional E.A. to the concept of IL is obvicus, that is,
if a child learns his native language by approximating all the time to the adult
language, then why do we not think of the second language learner in the same way?

Interlanguage Studies versus Error Analysis and Contrastive Analysis

1L studies examine and describe the learner's language. They do nothing
else but that. E.A. on the other hand, compares the learner's language with the
T.L. C.A. compares the N.L. with the T.L., to find out what the problem areas
will be. It then goes to work on those areas, trying to impreve teaching. IL
cor, ares both the N.L. and the T.L. with the learner's performance. Therefore,
the study of IL contains both C.A. and E.A. In IL study, one is mainly interested
in the relation between what has been taught and the learner's language at the
time of investigation. People doing this kind of study think of the learner a:s
a native speaker in his own terms (a '"native speaker" of his IL, of the type.
of language that he is using). It must also be noted that they contend that no
errors are errors in themselves, that they are related to some goal. So, if you
want to say that something is an error, you must then compare it with the N.L.
or with the T.L. and hence the problems. The crucial point is the interpretation
of the learner's utterances. What exactly is wrong with them? What is he/she
trying to say? etc.

At this stage we may want to ask the question:- "How does the theory and
methodology of IL differ fror E.A. and from C.A., and does the difference amount
to an improvement?'

The first thing to note is that E.A. considers errors harmful, and are
therefore to be eradicated. Errors are viewed from a teacher-centred viewpoint,
rather than from the child's. In IL, the deviations from T.L. are treated as
exponents of the learner's system. In C.A. there is a correlation between per-
formance and Similarities in N.L., that is a contrast between what the child says,
what the N.L. is, and what the interferenc - is going to be. IL avoids these
limitations, and the N.L. interference, according to those who propose the study
of IL, is only one of the explanatory tools, that you use 10 deal with the kind of
repertoire, that a speaker of IL has. IL is then, in a sense, more powerful,
in that it has more explanatory power than both C.A. and E.A.




O

ERIC

Aruitoxt provided by Eic:

The other important thing to note is that the C.A. part of IL is just an
initial filtering devise for testing further hypotheses about what exactly is
determining this type of speech: why the learner is actually using this system;
and why he has not achieved native competence. I would now like to say a
little about the type of materials which are being used in the study IL. That
is part of tne problem, and a cause of much writing back and forth between the
proponents of E.A. and those of IL.

Textual versus Intuitional Data

Textual data merely consists of materials written by the learner. The
analyst gathers such data and tries to describe it. When he/she has succeeded
one can state that the results are observationally adequate — they describe
the data and no more. However, some additional information is required in order
to make the results more complete and satisfactory. Thus we must obtain some
intuitional data from the learner. When this has been achieved, we can say
that cur results are descriptively adequate, that they account for the learner's

intuition about the language system he/she is using and the errors that he/she
commits.

The first procedure then, is to study a text or texts, whether written or
oral, and to describe what they contain. The next step i. to find out why the
texts are structured the way they are, and what the learner thinks of this
structure. We may now ask two relevant questions:-

(i) What is lacking in the study of textual data?

and (ii) If chere is something lacking, how are we to fill the gaps?

There are many structures and forms of the T.L. that one will always find missing
in textual data from learners, bescause they have many ways and means of avoiding
answering questions and using difficult structures they have not fully grasped.
Therefore, textual data is limited, so all you can do is describe it as best you
can, and then use it as a hypothesis, a sort of supplementary hypothesis, to
carry out a more detailed examination of the learner's interlanguage. There has
been much debate about this, and the most common proposal has been to carry out
a series of casual interviews, in order to get the learner to talk naturally
about various things. You already know from your textual data, which structures
and forms he/she has avoided, so the object of the interview is to find out
whether he/she has a command of such structures or not.

The other point is that it is no use describing errors, and that has been
one of the basic faults of E.A. One must describe the learner's performace as
a whole, not only the errors he/she makes, but also the one he/she does not make,
so as to find out how much of the target language he/she really knows. The errors
reveal the different strategies used by the learner, as does the textual data
which does not contain errors.

People who have studied IL systems have noted that there are different
strategies that learners in general use, no matter what the T.L. is. They may be
defined briefly as follows:-

Jevnn
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Language Transfer:

This refers to how much of the N.L. system learners transfer
to the T.L., as they begin a second language.

Transfer of Training:

One would like to know how much of the actual teaching methodology
is transferred into the learner's speech and whether or not it
causes him/her to commit errors. Many teaching practices, which
are set up to eradicate errors, actually make students commit
errors, mainly because of the way drills are set up.

Strategies of Second Language Learning:

These include the elimination of many lexical and grammatical
items on the surface. Case systems and functional words are
reduced by learners and this makes language shorter, perhaps
simpler.

Strategies of Second Language Communication:

When a learner finds out that the type of language system that
he/she has is sufficient for most communication purposes, then the
tendency is to stop developing the T.L. further. We should think
of the Irish language in this respect. The type of pronunciation
used by learners of Irish today, which is in certain respects
functionally communicative, is still a far cry from native pronun-
ciation in the Gaeltacht or elsewhere. Becaus=: the language system
they have is functionally communicative, students make very little
or no effort to improve their pronunciation of Irish.

Overgeneralization:

This is a very common strategy, used not only by second language
learners, but also by children acquiring their first language.

The learner takes one of the rules he/she has acquired in the
language and applies it everywhere within a certain category.

A good example of this is someone trying to master the plural rule

of Irish, who picks out one plural form and attaches it to all those
nouns whose plural he/she is unsure of. The result is obvious —
some nouns will have correct plural — the majority will be incorrect.

Minor Strategies

The strategies described above could be categorized as "major". There are,
however, other strategies, which I will label "minor". I would like to say a
few words about three minor strategies in particular:-

and

(1) Hypercorrection;
(2) Spelling pronunciation;

(3) Cognate pronunciation.

[onrn
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Hypercorrection is not limited to the learning of L2; it can also happen in the
N.L. When a speaker or learner discovers that the type of pronunciation or
grammar that he/she uses 1is not socially acceptable, there is a temptation

for the speaker to acquire the more prestigious systen. This is fine so long
as the speaker treads carefully, but as often happens, the new rules being
acquired are overapplied and ungrammatical forms are generated. Speakers of
Irish/English are known to produce forms such as the following; both forms
unacceptable in Standard English:-

(1) It was there and me coming in;

(ii) It was there and I coming in.

Spelling pronunciations occur when speakers try to pronounce words as thev are
spelt. New pronunciations come into existence in this way. Note for exam, le,
the different pronunciations of 'often’ in English, or of the preposition in
'ag briseadn' by learners of Irish as a L2. Cognate pronunciation occurs when
the N.L. and the T.L. are closely related, and when words are spelt in the same
way in both, but pronounced differently. Learners of L2, however, tend to
pronounce them the same in both languages.

All the strategies mentioned above produce fossilization i.e. the learner
reaches a stage where he/she does not want to develop his/her IL further. The
teacher's problem is to try and defossilize the learner, so that he/she will
approximate more closely to the T.L. system.

Types of Errors and their Classification

We may now ask the following questions regarding the error types learners
of L2 commit:

(i) What types of errors are they and how are they to be classified?
(ii) How do people judge such errors?
(iii) Do different people judge them in different ways?

and (iv) Having classified the errors, how does one proceed to the next step?
Errors can,in general,be divided into five major categories as follows:-

(a) Grammatical vs Lexical errors

Grammatical errors occur when the case/tense or the aspect system of a
language is used incorrectly. MNon-usage of the initial mutations by
learners of Irish alsc belongs to this category. Lexical errors occur
when words and vocabulary items are used incorrectly.

{b) Global vs Local errors

Global errors occur when large phrases or constituents of a sentence are
rearranged or placed in a wrong order. This may either alter the meaning
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of a sentence, or make the meaning unclear. Local errors on the other
hand are simple errors, which involve the use of the wrong case system
or the omission of plural markers etc.

(¢) Elementary vs Non-elementary errcrs

The former are simple errors which do not hinder communication. The latter
type, however, hinder communicstion to a great extent.

(d) Classroom errors vs Student-competence errors

Student competence errors are committed by the students themselves without
prompting from teachers or exami.ers. Classroom errors occur when the
teacher is questioning the student. He will make errors in certain
constructions etc., mainly because he does not understand the constructions,
and so has not got that particular construction in his competence.

(e) Performance errors vs Competence errors

Performance errors are those that happen because of tiredness, drunkeness
etc. They are sometimes referred to as slips of the tongue. The learner

can correct these if they are pointed out to him. Competence errors are
those errors that occur continually. They have to do with lack of competence
in L2, lack of knowledge on the speaker's part. Learners are usually not

able to correct such errors, even when they are pointed out to them. These
occur systematically, while the performance errors are usually haphazard.

Judgement of Errors

Recently, Carl James published the results of a very interesting study,
in which he examined the gravity of certain errors committed by learners of
English as a second language. He supplied a list of error types to two different
groups of teachers, both native and non-native speakers, and asked them to judge
the gravity of the errors. He found that non-natives thought case and lexical
errors were the worst, whereas, native speakers thought tense and concord errors
carried the highest gravity. These results show that there may be a great
difference between the way in which native and non-native speakers view errors.
By multiplying the gravity of an error by its relative frequency, James was able
to rank the errors.

These results are based on limited data, on a limited number of teachers,
and so, we may not depend on them entirely. However, they may suggest to us the
various ways in which different people view errors. I am going to quote two

errors to you, to see whether you will agree or disagree about their gravity.
They are as follows:-

(i) I am going in Dublin next week;

(ii) I is going to Dublin next week.
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Native speakers of English claim the error in (ii), namely, lack of tense and
concord to be more serious than the wrong use of the lexical item 1 in (i).

At this stage we might well ask the following question: what use can be made
of this knowledge about the gravity of various errors? Natiive speakers are
very consistent when judging varieties of language, which are not native.

From our knowledge of these judgements, we will be able to select the most
serious errors, which stymatize learners and cause many difficulties of commun-
ication, and propose various ways of correcting and eliminating them. It will
also suggest to us which errors of fossilization are to be dealt with first.

Errors in Learners' Irish

I would like now to say a little about common errors ir ledrners' Irish.
The examples I give below are taken mainly from written sources, although many
of them occur also in speech. I will discuss each error as it is presented.
The incorrect variants are preceded by an asterisk.

(i)  *T& an fharraige go h&lainn nuair a bhfonn....

Bionn an fharraige go hilainn nuair a bhionn....

It is an interesting fact that children learning Irish as a native language
take a long time before they master the intricacies of bfonn. It is also
interesting that Irish-English speaxers, although they have such phrases as

I bees, I do be in their speech, still find learning the correct use of bionn
difficult. I would suggest that it is the semantics of bfonn thzt has eluded

them.
(ii) =74 siad aan len&r nhaithe.
Is ar mhaithe linn até siad ann.
If one wishes to emphasize a word or phrase in English, one normelly stresses

that word or phrase. Whern we require to attach special importance to any
particular idea in an Irish sentence, we do so

(a) by means of emphatic suffixes;
or (b) by bringing to the beginning of the sentence with s

the particular part or idea to be emphasized.

Both methods may, if necessary, be used in a sentence, as 'is duitse a thug mé
an duats’. The student, therefore, must be careful to use the emphatic mode
when the sense requires it, and sentences based on the analogy of tne English
mode of emphasizing, must be carefully avoided.

(iii) #T4 sé minithe d8ibh agus iad an-bheag.
T

Minitear déibh & agus iad an-bheag.

The meaning of these two sentences is usually expressed in English by the
sentence 'It is explained to them when they are very small'. This sentence .
itself is ambiguous: it may have a passive and a stative meaning. In English,

17
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the passive -may be accompanied by the agent noun preceded by the preposition

'by'. In Irish, the agent cannot co-occur with the impersonal endings. On the
other hand, the stative form in Irish may co-occur with the agent form, whereas,
in English, this co-occurrence is not tolerated. The fact that the stative
sentence in Irish and its ambiguous equivalent in English have the same structural
form, except for word order, helps to confuse the unwary learner even more.

(iv)  #T& s{il agam go n-éireoidh mé an scridd.

T4 siil agam go n-&ireoidh liom sa scradd.

Errors of this type are very common. The learner in this case fails to grasp
the important fact that &irigh + le acts as a semantic unit with a special
meaning.

(v) The Irish consonant system is of a dichotomous nature, all consonants
are eithe, palatalized or velarized. Learners of Irish, however,
replace each series by the corresponding neutral consonants of
English. h h o, h
In this way [£ a:] becomes [t a:], [§ a:1 i] becomes [t a:li] etc.

A similar situvation obtains in India, where speakers of Indian
English often replace rany of the English consonants by a correspond-
ing retroflex series. Thus a word like [Irdia] is pronounced as
{India].

These examples show the transfer of a whole native series of consonants on to
the target language.

I would like now to speculate a little on the pedagogical implications
of what I have said, even if it only generates controversy.

1. Our main objective is to judge the overall competence of the learner, not
just his errors, but his/her non-errors as well. We must compare the
proporti.n of the target language and of the native language which
manifests itself in the interlanguage system of the learner. What is

required then, is a radical change in the-teacher's overall view of the
learner's performance.

2. We must try to relate errors to success or interference in communication.
Thus, instead of directing the main focus at linguistic conformity,
perhaps we should ask how much real communication the learner can actually
achieve. An attempt must also be made to evaluate native speakers'
reactions to the different stages of the Interlanguage of L2 learners.
What we might want to do then, is to ignore conformity at the beginning
for the sake of communication. If grammar and grammatical errors are
important, then communication is certain to lack behind.

3. We must find the strategies people use in learning L2, and relate them,
if possible, to the psychological factors we mentioned earlier.

o
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Functionally communicative systems

In Ireland, the language system used by many speakers of Irish as a L2,
although deviant in many respects from the system used by native speakers, is
functionally communicative, with both native and non-native speakers. This
situation has been cunditioned by two important factors:-

{a} The reduction in the number of competent native speakers;

and (b) Because of the fact that Irish is taught by teachers, many of
whom themselves are not very competent in the language.

If, therefore, grammatically deviant speech communicates the speaker's intention,
why pay further attention to it? In trying to find an answer to this question
we must consider the following. Speech varieties are usually associated with
certain social attitudes and social structures. Therefore, deviancy from
phonological and grammatical norms may classify a speaker unfavourably. People
who know Irish very well may tend to label those who do not. This kind of
situation is best avoided.

The effect of Instructional approaches

The overall effect of a particular instructional approach on the final

competence of a learner of L2 is very difficult to evaluate. It may be that

it will have no effect whatsoever on his final competence, because we do not
know whether the linguistic variables and the instructional variables we use
are “n any way related to the psychological processes by which certain things
become part of aspeaker's competence. Hence, what you do psychologically with
language, so that it becomes part of your competence, may not be at all the way
in which it is presented to you. There are three things that can happen:-

(i) Interference can occur. This happens when the child or learner
is not ready to absorb some structures, which are being taught to
him. We all know about the futile efforts by adults to correct
children's speech;

(ii) The learner nay be psychologically ready to acquire certain
structures but does not receive the appropriate structures at
the correct time;

or (iii) The structures may be programmed in the wrong order.

Teachers, therefore, have to continually check the performance of learners, in
order to control the learning process.

Fossilized Errors

We have developmental errors, errors that disappear through time, some
that do not. Teachers might want to decide not to correct developmental errors,
because sufficient exposurc to the target language may ensure their eradication.
In Irish, for example, there is not sufficient exposure and so many errors are
not eradicated.

Q I
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The more grievous errors must be judged by native speakers, before we
can decide which ones we want to eliminate or improve. Another important fact
is that mothers, when talking to their children,correct only utterances which

are factually inaccurate. This might also be applied to second language
learning at the beginning.

Current views of language learning emphasize language cannot be taught;
it must be learned by the child. So, attempts to teach language by direct

imposition of an adult grammatical model seems in some sense psychologically
inconsistent.

CONCLUSIONS:

It should be fairly obvious from what I have said, and perhaps more
so from what I have not said, that our knowledge of second language learning
is still largely speculative, excluding the possibility of prescribing recipes
for teachers. I hope that this account of errors and strategies of language
learning has at least suggested some of the reasons why we hear what we do
from our students of second languages.

[eoe.
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IMMEDIATE UNDERSTANDING CT SPOKEN LANGUAGE

Jokn Harris

Institiiid Teangeolaiochta Eireann, Dublin

Over the course of the last twenty years or so there has been a number
understanding of spoken language. An incidental but initially puzzling
aspect of these developments is that they tend to be known only to the small
group of psychclinguists directly involved in the research itself. Issues
in this area do not usually interest clinicians, educationists and applied
linguists, nor do new findings appear to influence day to day professional
practice. I have been surprised, for example, at how rarely reference is
made in applied linguistics publications to the firdings of, and issues in,
research on language understanding. Yet, surely the question of how people
understand spoken language is at the centre of most issues in applied
linguistics. Perhaps the main reason for the lack of communication between
researchers and practitioners is simply that psycholinguists have not yet
produced the kind of conclusive and generalisable findings which have clear
implications for clinical practice or teaching methods. In many instances,
it may appear to be little more than a matter of opinion how a total
clinical or teaching apprcach should be modified in the light of new
experimental results, particularly when the researchers themselves remain
divided about fairly basic theoretical issues. Practitioners, meanwhile,
compensate for this scarcity of basic information and directien by referring .
to their own experience or to the accumulated experience of others as
embodied in particular methods or programmes.

But this is not a satisfactory state of affairs for either practitioners
or researchers. Ultimately improvement in clinical and teaching practice
depends on the steady accumulation and interpretation of findings which have
the weicht of scientific evidence behind them. Even if, in the short term,
new research seems too limited to suggest any dramatic change in day to day
practice, it at least serves to adjust our beliefs about the nature of
language and language use, and to sharpen our perception of what is likely
to be a good or bad clinical or teaching approach. To be really advantageous,
of course, the exchange of information must be a genuine two-way process.
Practitioners have perspectives on theoretical issuss and see implic2<tic-s
of studies which are not so readily appreciated by rescarch wosic o nelavse
of the latters' more limited practical experience. Given that practitioners
have a reasonable knowledge of the basic issues, then, their experiences in
trying to implement findings at a practical level could become a major
influence on the course of research. This brings me, in fact, to the purpose
of the present paper: to stimulate an interest in research on language
understanding among those who are concerned from day to day with problems of
language use. It is not my intention to present a detailed review of the
experimental work in this area, but simply to introduce you to what I believe
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to be the most important theoretical issues. I think you will find that you
have already thought about many of these issues in one form or another in
the course of your own work. I aiope that the brief discussion here will
prompt you to read more intensively in this area and, should you wish to do

this, you may find that the works listed in the bibliography are useful
starting points.

Grammar and language understanding models

'Immediate language understanding’ is a description which has become
popular among psycholinguists in recent years. Quite simply it means the
perception/comprehension of speech as it s heard. But it also has a less
obvious implication which derives from changes of emphasis within the field
itself. The word 'immediate' acknowledges that speech is understood very
quickly and by implication suggests that some of the processes involved may
be different to those involved in other types of language perception e.g.
reading, judging the relative grammaticality of strings of words. Ordinary
speech processing has to proceed quickly simply because the stimuli replace
each other with great speed — unlike the letters and words on a page, for
example, which can be viewed at the reader's own pace. A perceptually
significant consequence of this is that the information conveyed by speech
arrives over time in a particular orcer which cannot be manipulated by the
listener. If -pecch cignals were not so transient, large 'chunks' could be
analysed at the same time. In this case, order of information would be less
important, since the material could be selected and analysed in any desired
order. While reading it is possible to do this, of course — we can skip
ahead or retrace. As I hope to show below, the speed with which speech
stimuli arrive has important consequences for the kinds of pyscholinguistic
models which could possibly account for actual language understanding
performance.

A rmodel of immediate language understanding tries to describe how the
normtal adult listener uses the linguistic knowledge stored in his memory to
make sense of the sounds which a speaker produces. If the listener did not
hove linguistic knowledge to bring to bear on a stream of sounds, these
sounds would not carry mezning — would not transmit information. There are
two essential parts, then, to any model of language understanding:

(a) a description of the linguistic knowledge possessed by
listeners and used by them in the course of understanding
spoken language. (I use the rather cumbersome term
'understanding spoken language' rather than 'speech
perception' becausz thc latter usually refers to the more
limited investigation of phonetic level processes — to
the neglect of structural, semantic and ‘'higher' level
contextual processes.)

(b) an account of how linguistic knowledge is applied to the
speech stream in order to extract meaning from it — in the
technical jargon of the area "the perceptual mechanisms by
which the speech input is mapped onto the linguistic
descriptioas in (a)".




Given that these are the two componrents in a language understanding
model, it may appear that a similar division can be rade between the
development of the corresponding linguistic and psychological theories —

(a) being a matter for linguistics and (b) being the concern of psycho-
linguistics. 1In fact this is essentially how language understanding
research has proceeded for most of the last two decades. Psycholinguists
have taken descriptions of sentences developed by linguists and have tried
to show how these descriptions were applied to the speech stream as the
sentences were processed. It was assumed, in effect, that the

descriptions of sentences accepted at the time by linguists were-'correct'
in some general and permanent way, and that they represented the linguistic
knowledge which was involved in immediate language understanding. My main
argument here will be that whether particular descriptions are adequate or
not in the context of linguistic theory, these descriptions are not
necessarily the ones onto which the incoming speech input is mapped durlng
immediate language understanding. More specifically I will claim that
transformational generative grammar (TGG) type descriptions of sentences

are unlikely to represent the kind of linguistic knowledge used in such
primary language processing. They are inappropriate both because of their
forr (being "time-free") and because of the kinds of linguistic data
{native-speaker judgements) on which they are based. It should be noted
that this is not a criticism of TGG as & grammatical theory, but merely of
the tradition among psycholinguists of assuming, virtually without question,
that TGG captures the kind of primary, immediately-usable linguistic
knowledge which must be involved in language understanding. The alternative
view which I will be advancing is one which has evolved over the last few
years among psycholinguists such as McNeill (1975) and Marslen-Wilson (1976).
It is also a view which has rotivated, and has been reinforced by, my own
recent research (Harris, 1978a). To appreciate the significance of this
alternative view it will be necessary first to describe the major approaches
which have dominated cxperimental work in recent ysars. Three of these can
be distinguished:

(a) The derivational theory of complexity (DTC);
(b) The standard or deep structure view:

(c) The on-line interactive view.

What distinguishes the three approaches is the assumptions they make about
the linguistic knowledge which listeners use to understand speech as they
hear it. The first two approaches take it as given that TGG describes
linguistic knowledge but they differ in their assumptions about how that
knowledge is used in the course of understanding speech. The third, the
on-line interactive approach, mak~s no assumptions about how immediately-
usable linguistic knowledge is to i.» described. It does imply, however,
that such descriptions should be based primarily on immediate processing
performance. TGG descriptions in contrast are ultimately based on native
speakers' intuitions about whole sentences, judgements which are quite
distinct from the immediate primary processing of these same sentences. A
major goal of the on-line interactive approach is to try to specify the
various characteristics which this immediately-usable linpuistic knowledge
must have, in order to account for existing cxperimental -vidence.

oD
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The first two modelsl, the DTC and the standard/deep structure model,
adhere to what McNeill (1973) calls the Miller-Chomsky requirement. This
is the crucial claim that the performance mechanism should produce only
the structures which are generated by the grammar of the language (Miller &
Chomsky, 1963). In effect, the Miller-Chomsky requirement states that TGG-
type grammatical descriptions are necessarily involved in the actual
production and understanding of language. Both the DTC and the standard
model develop this claim further and propose that syntactic deep structure
is the level of grammatical description which primarily determines the form
of the language understanding process. Their emphasis on deep structure is
due to the fact that in TGG, deep structure contains all the information
needed for the semantic interpretation of a sentence — the semantic
interpretation being the final stage of the linguistic process equivalent to
understanding the sentence in a perceptual or psychological sense.

The derivational theory of complexity

Although the DTC and the standard view share the assumption that
immediate processing is geared to the recovery of deep-structure, they
differ in the Xind of rnlationship which they posit between the internal
operations of the grammar itself and the actual processing operations by
which speech is understood. Of the two approaches, the DTC assumes the
closer relationship between grammatical operations and perceptual mechanisms.
According to one version of this view, deep structure is derived from
surface syntactic structure by some kind of reverse application of trans-
formations. In transformational generative grammar exactly the opposite
happens: surface structure is derived from deep structure by the application
of transformations to the latter — the 'correct' direction in which to apply
transformations. As actual speech unfolds, however, it is the overt surface
syntactic structure which first becomes available to the listener.
Consequently, according to the DTC, de-transformations are necessary to
reach deep structure. Many of the early TGG-motivated studies of language
understanding were concerned, implicitly at least, with testing this
hypothesis. Usually, the experiments involved comparing the relative
perceptual complexity of sentence types in which different numbers cf
transformations linked deep and surface structure?. The prediction was that
the larger the number of transformational rules that had to be unpeeled, as
it were, the more perceptually complex the sentence should be. Incidentally,

! I will use the term '"model” from time to time for convenience although

labels such as 'framework', 'view' or 'approach' are probably mcre
appropriate.

The word 'derivational' in the name derivational theory of complexity
refers tn the central proposal that the number of transformations needed
to derive surface structure from deep structure is fairly directly
related to the perceptual 'complexity" of the sentence.
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these experiments were not at the time considered to be testing what is
now explicitly known as the DTC — the latter is & label which was
subsequently invented by Fodor, Bever & Garrett (1274). It is they also
who were chiefly responsible for assembling the various arguments against
the theory.

While it cannot be said that there has been any crucial experimental
demonstration that the DTC is incorrect, Fodor et al., were unable to find
any significant evidence in support of it. In fact they suggest that
there is informal evidence against it in the form of sentence types which
present particular perceptual difficulty for subjects, although that
difficulty cannot be related to the sentences' transformational history.

They cite the following sentences as examplesl which run counter to the
DTC's predictions:

(1) The first shot the tired soldier the mosquito bit fired
missed.

(2) The first shot fired by the tired soldier bitten by the
mosquito missed.

The second sentence has the longer derivational history because
passivisation has been applied twice (by the soldier, bu the mosquito).
Yet surely it is this sentence, contrary to the DTC, which is the easier
to understand — particularly if it were heard rather than read. Fodor et
al. also mention a second sentence type which is not consistent with DTC
predictions: those involving adjectival constructions. 1In TCG adjectives
are derived from relative clausés so that, for example, the cat vhich is
small becomes the small cat after the application of transforrations to
the former. Consequently if we accept both the DTC and the TGC analysis
of adjectives, we should expect (3) to be perceptually more dif<icult than
(4) — contrary, I think, to most people's intuition:

(3) The small cat is on the dirty mat?.
(4) The cat which is small is on the mat which is dirty<.
To summarise, then, we can say that there is no significant
experimental evi ‘ence in support of the DTC and even sore infcrmal

evidence against it. In addition, it will be noted that the objections
raised against the standard view in the next section also apply to the DTC.

The standard/deep structure view

Recently the DTC has been replaced by the standard or deep structure
approach e.g. Fodor et al. 1974). This latter approach also adheres to the
Miller-Chomsky requirement insofar as it claims that the primary goal of

Perhaps these examples are not entirely appropriate since even though
sentence (1) is grammatical, many linguists and psycholinguists would
now question whether such sentences would actually be spoken in any
normal context.

Fodor et al., (1974), page 327.
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immediate -pueech processing is the determination of the deep structur- «F
sentences. Considered more generally the claim is that a particular le-rel
of grammatical structure is directly involved in understanding lansudp=.
Unlike the DTC, however, the standard visw broposes that the internal
operations of thc grammar itself (such as the application of transformatiors)
impose no constr.ints on the actual perceptual mechanisms by which deap
structure is recov-red. Instead these mechanisms are considered to be
discoverable only Lv psychological experimertation and the collecticn o
language understandi g data. Although the latter part of the stancari
view is a genuine progression from the DTC view, the retention of the des
structure assumptisn nas had less desirable effects. To explain this
latter assertion itwill he necessary first to describe the language
understanding process 2ccording ta the standarc view.

-
r

The stancard approach is composed of three related claims each being
373

supported Ly somewhat different « vidence (Bever, Garrett & Hurtig, *

The first of these is that the desp structure c¢lause is the primary
perceptual unit and the lirguistic 'obje:t' which the language understand
system initially tries to recover. The most important supporting evidenc
consists of tha clicV-displacesent efferts described by Bever, Lackner &
Kirk (1983). dlich-displacereit is the phenome1in whereby subjects nake
errors while recalling the lova ton of clicks which occurred in senter ~as
they have already heard. Very !riofly, the arguent is that these eri«-—s
involve ti: 'displacerent' of «»tran2ous «licks towards the boundaries ¢f
perceptual units, The second ¢ laim of the stanuard view is that as ea-h
clause is heardi, irforration ard hiypotheses con erning its potential Jd:ep
structure(s) are accumulated bLy the listerer, with the final decision about
t particular corplete deep stricture being made ot the end of the clause
(Bever et al., 1573). The exp-rimental evidencc in this case is derivi .

N
] .

ing
e

trom "on-liine" reasures of inr. l'iats processing -ouch as click ronitori. -,
latency and click detection ruie. (Abtrams & Bewver, 1969; Holmes & Forcian,
1870; and Revar & Hurtig, }97Y). in click moultoring the subject tries
to understand the speech materiz o hears and 4t the same time listene ap

non-linguistic sounds, clicks, wnici occur periocically. The subject
presses a key as quickly as possiltl« every tire a click is heard. Clic-
monitoring latency is considered to 'e a measure of processing load, i
cther words the amount of active att-ntinn being devoted to the analysi. of
speech. Abrams § Bever (1969) found that latency to respond to clicks +as
longer at the end of one clause cor,.ared to the Feginning of the next
clause and this has been interpreted as evidence that attention is dive. -e
away from the click as the decp structure analysis is completed at the :-2
of the clause. The third clair. azsociated with the standard view is that
after each clause has been processed, its external (phonetic) form is
dropped fron immediate memory. One uiece of emvidence for this is Jarve_.a's
(1970) finding that although immeditt- recall of the meaning of the first
clause 0. L#0 clause sentences is ver - accurate, i1ecall of the precise
wording of that clause is relatively poor.

Two important points about this view of the language understanding
process should be noted (Harris, 1978a). TPirst, it implies that languay:-
understanding is a seorial process, since a semantic interpretation of the

material comprising the first clause, for example, cannot tale place until
the clause boundary had been reiched. This is because in the TGG linguistic

N
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amework a semantic interpretation depends cn the availabilit
ructure. In the standard language understanding (psycholc
s

7 of
C

ing cgicel) model
1 roz2ssin

ice
r is seen as engaging only in lexical and syntactic p

r

struc

the listene 258ing
as the first clause unfolds. Thus, processing at still higher levels, such
as the integration of the meaning of the current sentence with informaticn
in previously heard sentences (e.g. language understanding in a conversaticnal
context),s. uld alse not occur 1mmed1ately as the sentence is being heard.
The second point is that the various kinds of evidence presented in suppor:
¢f the standard view are derived either from what might be termed pest-
sentence measures of processing (click location, sentence recall), cr 2lse
from 'on-line' zeasures of comprehension (click wonitoring, click Jetecticn)

0 the testing points are concentrated around the clause Loundarv.

rocessing at the teginning of the sentence is r. % tested tzcause,
rly, "understanding'" according to this view does not really take placs

ore the ¢lause boundary.

]

These two cruclial features of the standard view can bte traced to th
e ta
o I

Initial linguistically motivated assumption about deep structure rather than
to> other indeperndent motivations such as a detachsd consideration of the
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interpreted as confirming the validity of deep structure analyses as they
apply to the description of assembled whole sentences. The evidence does
not show, however, that such analyses or descriptions rlay any part in
immediate language understanding.

The on~line interactive view

These objections to the standard view have evolved over the last few
years. They were raised in their original form by Marslen-Wilson (1973) in
the context of a discussion of the results of a series of 'shadowing’
experiments he had conducted. Shadowing is an experimental psycholinguistic
task in which subjects listen to speech on a tape and try to repeat every-
thing they hear as soon as possible. Mai'slen-Wilson found that people
shadowing continuous speech at an average latency of quarter of a second
spontaneously corrected errors which he -had included in the material. When
he examined these corrections he found that they were entirely consistent,
semantically and syntactically, with previous material the subjects would
have heard. This meant that they must have been processing the material at
the highest levels virtually as they heard it and certainly within the
space of quarter of a second. This result is obviously in conflict with
the idea that understanding speech is delayed until a deep structure
analysis of the material is completed at the clause boundary. 1In
subsequent experiments (e.g. Marslen-Wilson & Tyler 1975), it has also been
shown that as speech is processed at all levels right from the beginning of
the sentence, the partial interpretation being built up is used by the
listener to guide and facilitate subsequent processing. Still other
experiments (Tyler & Marslen-Wilson 1977) have shown, for example, that the
results of processing at one level (semantic) can facilitate processing at
another level (syntactic).

In my own experiments (Harris, 1978a) I have developed the on-line
interactive approach further to predict immediate changes in structurail
and lexical processing activity as sentences are heard. Specifically, 1
have shown that the order in which information becomes available in a
sentence affects the pattern of changes in immediate processing activity
right from the beginning of that sentence. Thus, rather than nd-of-clause
deep structure analyses being the determinant of changes in immediate
processing activity, order-of-information 'is isolated as at least one of
the crucial factors. 1In other experiments I have shown that information
derived from processing previous sentences is, with great speed, fully
integrated with information being extracted from the current sentence.
Results also show that the progress of this high speed contextual/semantic
processing can be predicted from an analysis of the informational
dependencies between context and target (current) sentences. For example,
when 'old' information (i.e. information already stored in memory as a
result of processing the prior context sentence) is encountered again in
the target sentence, structural processing of the current material speeds
up. In contrast, when 'new' but context-dependent information is
encountered structural processing becomes more complex and slows up. Under
similar contextual conditions in lexical analysis, however, processing is
facilitated whether the information being encountered is 'old' or 'new'.
The sometimes opposite effects of prior context on current structural
and lexical processing can be explained in terms of the fundamentally
different nature of structural and lexical analysis (Harris, 1378b). lote
incidentally that these immediate inter-sentential context effects cannot be

q.} .i)
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explained by the standard mocel which predicts that context effects will ke
delayed until immediate deep structure analysis is complete.

Many of the major questions which arise from these results have not
yet been tackled in an intensive way. For example, in order to provide an
adequate model of languag. understanding we need to establish the nature of
the linguistic knowledge which is responsible for this high speed immediate
language processing. How do we go about describing this knowledge, and on
what performance data should we base our descriptions? The answer is brief:
we do not know. Nevertheless, we can obtain & few basic s-idelines from our
review of the issues. At the very least perceptually relevant linguistic
descriptions should capture the left-to-right informational dependencies
within sentences, since speech arrives left-to-right in time and, as our
experiments show, is understood virtually as it is heard. These descriptions
must also reflect larger scale dependencies between contextually linked
sentences such as those which give rise to the old/new information distinction.
It is equally clear that the basis for these descriptions will have to be
actual immediate language understanding data such as that provided in my own
experiments and in Marslen-Wilson's. In this connection it can be appreciated
retrospectively, why TGG descriptions of sentences are not directly relevant
to immediate processing of language — TGG descriptions are based on the wrong
kind of linguistic data for this purpose. They are based on native speakers'
judgements about assembled whole sentences, judgements which are unlikely to Le
directly or systematically affected by the primary processing of the same
Sentences. In the words of Marslen-Wilson (1976) the problem is that TGG is
a theory of a "formalised static competence, of a time-free linguistic

knowledge extrapolated from the metalinguistic intuitions of the idealised
speaker-hearer'".

3

Perhaps the most intriguing aspect of this question concerns the
relationship between grammatical descriptions of whole sentences such as
those provided by TGG, and performance-based descriptions which capture the
perceptually significant le?t—to—right informational dependencies within these
same sentences. Pore generally, the question is: what is the difference
between the kinds of linguistic knowledge captured in grammatical
descriptions and performance descriptions? Perhaps the best answer is that
given recently by M:Neill (1975, p. 175-6):

"[T) here is a generic and somewhat impenetrable connection Letween
grammar and performance descriptions as. if they were related no
more than that they are different views of the same third thing..
Each is a special and partial view of linguistic competence. It
seems unreal to assume, as has been done, that a particular
method, that of relating linguistic structures to each other
within a systematic frarework, encompasses the entirety of the
true structure of language. A multiplicity of approaches szems
unavoidable",

Implications

It will be clear at this point that we have only recently got to grips
with the central issues in language understanding. As a consequence we have
relatively few facts of the correct kind — facts about the progress of
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immediate understanding, as opposed to facts about what people know after
the completion of this high speed perceptual processing. Further, what

we do know only concerns the language understanding of normal adult native
speakers. How, for example, do immediate language understanding skills
develop in children, and how is immediately-usable linguistic knowledge
acquired? How does immediate un?erstanding in a second language compare
to first language understanding? What is the nature of the linguistic
knowledge used in the former situation? And, if immediate language
understanding does not systematically or directly inv- lve the computation
of grammatical descriptions, how likely is the teaching of grammar to
produce fluent comprehension in a second language?

1 do not intend to discuss these questions here since any one of them
would take up an entire paper in itself. I dc hope, however, that this
brief review of the main research issues will at least prompt you to reflect
on these questions yourselves. In this way the relative neglect of a rather
important and quickly growing body of research will be brought to an end,
and the lack of communication between researchers and practitioners will be
overcome. It is likely, in fact, that we will soon see researchers and
practitioners doing what they have done in other areas of linguistics and
psycholinguistics such as in the study of transformational grammar and
language acquisition — namely, attempting to apply experimental findings and
hypotheses to the solution of practical problems in second language
learning, remedial teaching, and so on. Finally, because current language
understanding research focuses on dynamic real time processing phenomena, I
expect that the findings and hypotheses it generates will ultimately prove
to be more readily applicable to the solution of these practical problems,
than were the findings from the more developed branches of linguistics and
psycholinguistics.

1 . .
I am currently carrying out research on some aspects of these questions.

o
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IDIOMS AND SECOND LANGUAGE TEACHING

Dino Bressan

University College, Galway

Idiomaticity has been a curiously neglected field in the West. Soviet
linguistics has dealt with it extensively, especially in the past three
decades, but in the western world it has been overlooked, for some reason
or other, or at any rate not studied in great detail.

There are two basic problems, which confront the linguist, who wishes
to deal with idioms: firstly, can idioms be clearly identified?; and
secondly, if so, can they be classified?

I shall begin by concentrating on these two issues on an intra-language
level, i.e. with reference to modern English. There are several attitudes
which one can take with regard to idioms. At one extreme, we find total
nihilism (e.g. Archangelski, a Soviet linguist, wrote recently that "idioms
are a sub-class of phraseological units not warranting a distinctive label').
This point of view is not a modern one: -in the second century B.C., the
Patanjali collection of grammatical writings had arrived at somewhat similar
conclusions. In considering throw up, for example, we can decide to regard
it as an idiom tout gourt or, adopting Patanjali's criteria, we can regard
throw (written throw®) as a subsense of throwl = cast, and classify up as a
subsense selector. In this particular way idiomaticity can be dealt with in
a context of lexicographic dissolution.

At the other end of the range of approaches to idioms is Hockett, who
was the first western scholar to tackle the issue of idiom identification.
In his Course in Modern Linguistics (1958) he says: "Any grammatical form,
the meaning of which is not deducible from its structure in any occurrence in
which it is not a constituent of a larger form, is an idiom". Therefore, in
the sentence she wants a new hat, new is an idiom because we cannot deduce
its meaning from its structure. It is not, however, an idiom in the sentence
I'm going to lew York, where it is part of a larger constituent New York,
which, however, is an idiom for the same reason. In The New York Times, New
York ceases to be an idiom because it is part of a larger constituent.

This is a gross oversimplification of Hockett's position but I think it
basically sums up his conclusions. On these premises we arrive at the
perhaps startling conclusion that the size of an idiom can range from an
elementary morpheme to complex structure such as it s time for all good men
to come to the aid of the party. This all-embracing attitude may seem extreme,
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but it may make more sense when we examine it later on in the context of Ll
versus L.. Most western scholars have adopted some sort of compromise
attitude to idioms, somewhere in-between these two extremes.

I shall begin by briefly examining the findings of W. Chafe who, as an
unrepentant semanticist, is mostly concerned with idioms on the semantic
level. For Chafe (1970), "A semantic unit which does not have a direct
symbolisation of its own but which trades on the symbolisation of another
(or others) can be called an idiom". Idioms can be ‘restricted' (red in red
hair, make in make a bed), or unrestricted (off-base). If we take a word
like red, which indicates a colour and is not regarded as idiomatic, we find
that it can have additional connotations, one of which is the description of
the colour of human hair. When we say that someone has red hair, we do not
really mean that their hair is red in the sense in which we call red one of
the colours of the spectrum: it is something resembling orange or some shade
close to it. So we have to assume, in Chafe's opinion, that as the semantic
inventory expanded, a way of describing a certain colour of hair was needed,
the word red was (as it were) borrowed, or taken over, and acquired this
particular extension. The process goes from the semantic unit red (to
indicate the colour of hair), through what Chafc calls a postsemantic process
to the borrowing of the particular word red, which was taken over to
indicate the colour of hair, and through a process of symbolisation
ultimately leading to phonetic symbolisation we arrive at the phonetic

structure red. In this way we have a fairly precise framework in which we
can at least identify idioms.

Chafe's classification is not complete. He indicated certain guidelines
to enable us to identify idioms, but did not actually produce a comprehensive
classification. The following is a basic classification indicatirg in which
areas we can identify lexical idioms:

'Adjectives': On-the-wagon
Off-base
LEXICAL 'Verbs': Spill-the-beans

Trip-the-light-fantastic

"Nouns': Red-herring
Lily-of-the-valley

IDIOMS

Progressive
. . v 7
NON-LEXICAL Aspects (literalised be + ing)

Perfective
(literalised have + en)

Chafe's theory of idiomaticity seems an attractive one, although one is
tempted to say that if we have the red paint versus red hair contrast, it
would seem more expedient to solve the problem on a purely lexicographical
basis, i.e. if we attribute two subsenses to red, we really dispose of the
problem of idiomaticity.




-33-

Chafe, incidentally, is highly critical of the Chomskyan claims to
provide a theoretical framework for idioms. I shall very briefly refer to a
short article by Katz and Postal (1963), which merely gives broad guidelines
for the insertion of idioms into the general TG framework. According to
Katz and Postal, an idiom is a "concatenation of two or more morphemes whose
compound meaning is not compositionally derived from the meanings of the
concatenated morphemes'. If we take a sentence such as.Jokn kicked the
bucket, say Katz and Postal, we find that it is ambiguous. It could have a
literal meaning and it could have the well-known idiomatic one. The way in
which they solve this particular difficulty is by assigning two readings to
this type of sentence: one reading is at the lowest terminal level, and
leads us to the literal interpretation. As regards the second, or idiomatic
meaning, their solution is to refer to a higher constituent, in this case

MV, which as it were, subsumes the terminal endings and assigns to them the
idiomatic reading. :

This seems a neat way of solving this particular problem; we can
imagine a dictionary of the semantic component in which the two readings
depend on which particular constituent we select. However, there are
drawbacks in Katz and Postal's approach. First of all, they do not really
explain the transformational deficiencies of idioms. There are idioms which
are syntactically ill-formed (e.g. trip the light fantastie), and it is not
easy to comprehend how a TG approach could .deal with that particular type of
idiom. Another aspect, which Katz and Postal do not really explain
satisfactorily, is the seemingly higher frequency of idiomatic interpretation
as opposed to the literal one in idioms such as these.

There is also perhaps another, slightly ribald observation that one
might make: to say that John kicked the bucket is an ambiguous sentence is
somewhat disingenuous (it really is rather difficult to imagine a context in
which this sentence could genuinely be regarded as ambiguous).

Katz and Postal are fully aware of the difficulties involved in their
analysis and try to dismiss the question of syntactically ill-formed idioms
by relegating them to the rank of semi-sentences. This may be a neat way of
disposing of them in just one short paragraph. 1Is it really enough?

Concerning their attempt to classify idioms, they distinguish between
lexical idioms such as bari+tone, tele+phone and phrase idioms such as kiek
the-bucket, the basic assumption being that idioms are "the concatenation of
two or more morphemes whose compound meaning is not compositionally derived
from the meanings of the concatenated morphemes". Thus, they introduce an
element, which assigns a much narrower scope to idiomaticity than Chafe, who
is ready to accept single morphemes into his classification.

Weinreich (1966) is partly Chomskyan in his approach but carries the

whole argument a stage further. His is a more sophisticated approach, and 1
think a more sensitive one.

Weinreich starts off from the concept of phraseological units, and
defines one as '"any expression with at least one polysemous constituent in
which selection of subsense is determined by context'". An idiom, on the other
hand, is defined as "a phraseological unit involving at least two polysemous
constituents with reciprocal contextual selection of subsenses'". We are thus
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arriving at a more rigorous definition. Here is an example of what he means:
if we have a phrase such as red herring, we can assign to it a literal

sense (a herring on a painting which happens to be coloured red); we can
assign to it a phraseological non-idiomatic meaning (the meaning of a
herring which is smoked- and cured with saltpeter, and which is called red
though technically not red), and ultimately we arrive at the idiomatic

sense, perhaps the best known one.

Weinreich defines three variables, which we may find helpful in arriving
at a fairly rigorous definition of idioms:

1. Amount of overlap between subsensgs, or ratio of shared to
unshared comporents A word like red can have more than one
meaning, and. if we take the meaning we find in red kair ,
clearly this is a subsense of red but is not entirely divorced
from it {we are still talking about two colours though these
are not identical). If we proceed in this way, we find that
the overlap between subsenses will get wider or narrower
depending on the context and the particular words we use.

2. When a polysemous morpherme appears in a construction, the
construction 1s not correspondingly polysemous (only one
of the subsenses is realised). f we take, e.g. row we can

imagine two contexts, one in which we assign to it the meaning
of paddle and the other in which we assign to it the meaning
of series, range. Clearly, the two share no sermantic
components, and are mutually suppletive. On the other hand,
we may have a word like father v. to father. These are
mutually suppletive syntactically in that one is & noun and
one is a verb, yet they dc share a certain amount of the
semantic component. '

3. Two-directional selection. In blind date, blind is used in a
subsense other than the main sense (unseeing), and the same
applies to date. The fact that this phrase only occurs in
that particular idiomatic meaning must mean that there has been
a two-way subsense selection.

Bearing in mind these three variables, we find, according to Weinreich,
that the highest degree of idiomaticity is registered when all three
variables have limiting values, i.e.:

1. The subsenses of the morphermes are suppletiv:.

2. Selection is determined by a unique contextual morpheme.

3. Contextual selection works both ways.

Weinreich provides the following specimen list of idioms and non-
idioms to show where the borderline should be. Those on the left are
idiomatic, in that both subsenses disappear and give rise 10 a completely
unconnected meaning. Those on the right will still have a basic connection
with the primary sense of the words:

(P&
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throw up stay out
look out keep in
IDIOMATIC water down NON-IDIOMATIC throw in
set off (explode) look away
pipe down send off

Like Chafe and Katz and Postal, Weinreich stops short at this rather

cursory attempt to identify idioms, and does not provide a comprehensive
classification.

The first major attempt in the West, not only to analyse and identify
idioms, but also to provide a comprehensive, all-embracing classificatory
1ist did not appear until 1872 with A. Makkai's book Idiom Structure in English.

Based on stratificationalist premises, Makkai's classification divides
idioms into two broad categories. One pertains to the third stratum of
the language. These he calls lexemic idioms and defines one as "any
polylexonic lexeme which is made up of more than one minimal free form or
word, each lexon of which can occur in other environments as the realisation
of a monolexonic lexeme'. Makkai further subdivides lexemic

idioms in
accordance with the following scheme:

L/l phrasal verb idioms (e.g. make out, walk out on, be left
over, go through with)

L/2 tournure idioms, which only partake of morphological

freedoms (e.g. do a guy, call a spade a spade, beat
around the bush, be up a creek)

L/3 irreversible binomial idioms (e.g. time and again, gin
and tonic, heads or tails)

L/4 phrasal compound idioms (e.g. wetback, bookworm, turncoat,

red tape, pig in a poke, moth-eaten, old-fashioned,
dewnstairs)

L/S 1inecorporating verb idioms (baby-sit, sight-see)

L/6 pseudo-idioms, i.e. those including a cranberry morph
(e.g. to and fro, zig-zag).

Lexemic idioms according to Makkai "differ from other lexemes in that
they are subject to a possible lack of understanding despite familiarity
with the meanings of the components, or to erroneous decoding: they can
potentially mislead the uninformed listener, or they can disinform him".
The distinction made by Makkai between misinformation and disinformation
would seem to suggest that a certain amount of subjectivity must inevitably
creep into his analysis: misinformation "does not occur as a result of
logical (but literal, therefore, wrong) decoding of complex polylexonic
lexemes, on the part of the listener, but as a result of accidentally
homophonous forms occurring in similar environments with equally meaningful
decodings'. In a sentence such as aq woman bears children, bears can have
two possible senses, and if we are misled by this we are mis-, not dis-
informed. Disinformation, on the other hand, occurs 'when the structural
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composition of the utterance in which the idiom was heard allows the
listener to decode the idiom in a logical yet sememically erroneous way'".
I do not know to what extent this can be accepted uncritically.

On the next stratum in Makkai's classification we find sememic idioms,
one being defined as "a polylexemic construction whose aggregate literal
meaning derived from its constituent lexemes function additionally as the
realisation of an unpredictable sememic network'.

S/1 ‘'first base' tdioms (never to get to first base)
$/2 idioms of institutionalised politeness (may I -, would you mird -)

S/3. of institutionalised detachment/indirectness
(it seems that -)

S/4 proposals encoded as questions (how about, shall we, would ycu
like to)

S/5 institutionalised greeting (how do you do, how are you)

S/6 proverbial with a moral (birds of a feather flock together)
S/7 familiar quotations {(not a mouse stirring)

S/8

</9 institutionalised understatement/hyperbole (not my cup of tea,
won't 1ift a finger)

Here we have almost reached the point at which our analysis ceases to
be a linguistic one and becomes in effect a literary one. Makkai
postulates the existence of a fifth stratum, which he calls hypersemenic.
One might assign to it irony, or any other psychological attitude which
affects linguistic performance.

We can now briefly consider the situation on the level of practicel iciom
dictionaries and such sections of coursebooks as include a treatment of
idioms. This is how the recently published Dictionary of Current Idioratic
English by Cowie and Mackin (1975), deals with the entry WRAP: Wrapped &
clean rag round his ankle: signposts .... wrapped in fog: that just about
Wwraps up our business: the sales team wrapped up a couple of deals before
lunch: ‘'wrap up', Dad: Mother wraps up the children's presents: the
children were warmly wrapped up in scarves: Annabel became wrapped up in a
society ....: she keeps her children wrapped up in cotton wool.

Bearing in mind the definitions and classifications of idioms touched on
above, it is not entirely clear why a sentence such as he wrapped a clean rag
round his ankle should be regarded as idiomatic, except in the sense that
dictionaries of practical value are intended to help a learner of English to
find le mov juste. Other instances of this type of approach can be found in
the recently revised English Idioms and Fecw to Use Them by Seidl and

McMordie (1978), which i.a. lists:
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open/close a bank account: put money into an account:
draw money out: current/savings/deposit account:
joint account: rate of interest/interest rate:

cheque bounces: (bank) dishonours a cheque: cross a
cheque: a crossed cheque: make out a cheque to
someone.

Let us now take a quick look at the way some bilingual idiom
dictionaries and grammar books deal with this problem on an interlanguage
basis. The following list is taken from an Italian grammar published in
1966 (with one of the possible Italian equivalents en face):

That's gocd!. Cosi va bene!
That's right! Ecco! Giusto!
"IDIOMATIC USES' That's all! Ecco tutto!
That's enough! Basta cosi!
That's wonderful! E meraviglioso!
That's awful! E terribile!

It is not very clear in these cases why the English sentences on the left-
hand side should be regarded as idiomatic ewcept in that they clearly do not
have a direct literal Italian equivalent, and the Italian-specking learner of
English may find this a convenient way of acquiring a number of English
phrases. But they seem to have been assembled on a purely arbitrary,
intuitive basis, without any reference to their actual idiomaticity.

Another textbook, published in 1972, furnishes a list of "Italian
translations of English expressicns which are more or less idiomatic. The

Italian renderings may, or may not, be of an idiomatic nature, though
generally they are."

We must find a way to convince him (modo)

There's always a way out _ (via di seampo)

I lost my way (mi. sono smarrito)

He worked his way up (da garzone é diventat direttore)
George goes out of hisway to help (si fa in quattro)

Am I in yowr way? (t1 do fastidio?)

There is, obviously, a certain amount of theoretical groundwork to be
covered before issuing lists of idioms of the type given above.

Lastly, I have selected six examples of the sort of diverse equivalences
one may come across in a classroom situation. Six current English idioms are
listed on the left-handside, and the corresponding Italian expressions are
provided on the right. Of the Italian ~nes, the top three can be clazsified
as i“7r-nllc, vhe bottom three as non-idiomatic. The carital letters above
the line represent simply & string of morphemes, the srall letters below the
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line represent the deep structure oi the sentence (i.e. its non-idiomatic
aspect). I have inserted prepositions and articles to show the manner in
which the two languages cope in different ways with the same type of
sentence.

1. IRON CURTAIN CORTINA DI FERRO
A +B B + prep. + A
n +o o +n
2. CASTLES IN THE AIR CASTELLI IN ARIA
C + prep. +art. + D C + prep. + D
q q
3. A FLEA IN ONE'S EAR UNA PULCE NELL'ORECCHIC
art. + E + prep. + (pron.+gen.) +F art. + £ + (prep.tart.) + F
r s
4. BAKER'S DOZEN TREDICI
(G + gen.) + H T
t t
S. HIT THE BOTTLE DARSI AL BERE
L +art. + M (N+pron.) + (prep.tart.) + 0O
n'+ o' n' + o
6. BLIND DATE var. per.
P+ Q < vBVYY ....
< vBVYY ... < vBVYY ....

Nctes: 1. There is complete correspondence between the two languages, both
above and below the line (apart from some syntactic modifications,
which -can be accounted for by descriptive morpholegy and syntax).
(n # 0)/{c + n) represent an actual curtain made of iron.

2. English uses the definite article, Iralian does not. Below the
line, however, q (= tllusions, or similar) still corresponds to
q (= 2llustont).

3. & correspondence exists above the line (disregarding syntax) but
not below {(r = rebuff, s = sospetto, i.e. suspicion).

4. Italian lacke an idiomatic equivelent and has to resort to a
non-idiomatic constituent with identical meaning above the line.

S. We run into further difficulties in the case of HIT THE BOTTLE,
which does not have an idiomatic Italian equivalent, that I know
of. We have to cope by using the literal equivalent DARSI AL
BERE, which simply means TO START DRINKING.




O

ERIC

Aruitoxt provided by Eic:

-39-

6. Here Italian completely collapses and we must find an
appropriate equivalent on a contextual basis (bearing in
mind the degree of acquaintanceship or relationship
arong the agents invclved in the exercise). I have
expressed this by using Greek letters separated by the
sign y = different from.

Can idioms, then, really be identified in a rigorous manner? Even
Weinreich and Makkai seem to suggest that some element of subjectivity, or
even arbitrariness inevitably creeps into our analysis. Weinreich: "Shall
we .... go ahead and dissolve all idioms, as can be done? Such a ‘
procedure hardly can be adopted across the board. Some ‘'dissolutions' of
idioms seem to be too counterintuitive to offset the lexicographic
economies achieved. We, therefore, must look at some instances where the
dissolution makes us uneasy and see what formal features they contain that
might be at the roots of our intuitive objections". And, according to
Makkai, "Granting that idiomatic V + P/A compounds are less frequently
interrupted than literal ones, this remains an impressionistic judgment
heavily influenced by individual variation, stylistic preiudices, dialect,
and even so full of exceptions".

In other words, we find ourselves in a rather fluctuating border area
in which we have to introdure the concept of intuition. Didactically, the
problem remains whether idioms are meaningful entities or whether they in
fact complicate matters unnecessarily. When dealing with an inter-language
situation, it is tempting to come down on the side of Hockett and accept
that each language is idiomatic vis-d-vis all others.

In conclusion, one might perhaps quote Malkiel, who in 1859 wrote '"one

does well to steer clear of any reference to the ill-defined category of
idioms".
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THE MODERN LAHGUAGE APTITUDE TEST

taureen §. Ryan,

University College, Galway.

Introduction

I bhad hop:d that I would be presenting to you a finished study, with
some norms established and some conclusions ahout the use of this text in
.relarnd. Unfortunately, we were unable to complete our third year testing
programme, because of illness in the faculty and we could not investigate
the predictive validity of the MLAT, using the results of University
examinations as criteria, because the examination's office was not able to
release the student's marks.

So, I will be limiting myself to introcducing the test to you and
presenting some criticisms of it, describing our results in Galway and
comparing them with normative samples in the United States and Britain, and
describing to you what we wish we had already done but will be doing next
year.

The idea of looking at the suitability of the Carroll-Sapon, Modern
Language Aptitude Test for an Irish population came from the French Department
at U.C.G. and Sedn Mac Iomhair of the Language Laboratory there. They wanted
a tool which would predict the degree of success of first year entrants to
the French Department. We are often guilty of imposing psychological tests,
designed in and reflecting one culture, usually that of the United States or
Britain, on an Irish population, often without even establishing our own
norms. The Illinois Test of Psycholinguistic Abilities, henhceforth I.T.P.A.,
is confidently used here to diagnose the linguistic substratum of
communication and learning disorders. The Test was standardised on an
eastern seabord U.S. population; children were asked to recognise power
drills, food mixers, electric coffee percolators, parking meters etc., which
may not be familiar to some Irish children. Low scnree could reflect a
different culture rather than impaired linguistic ability.

Similarly, it is not self-evident that the MLAT, designed for English-
speaking University studants in America and va2lidated there, ic necescarily
valid in an Trish University situnation. There are obvious differences ‘n the

e
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varieties of English spokern in the U.S. and those here. There are differences
too, in the proportion of young people who have college education. Here
perhaps 6% of our college age population is in college. In the States it is
around 25%. If we assume that we are dealing with the most academically
talented segment of the population, then the Irish University group should be
a rore highly selected population. Further, the Teaching Methods of both
schools and colleges and their instructional cbjectives are probably very
different and this may lead to the strengthening of different aptitudes.

The MLAT test

Firstly, the MLAT differs from traditional language tests because it is
aiming tc measure aptitude not achievement. Traditional tests will tell you
how much French or German you have mastered but the MLAT aims to predict
your potential ability.

Description of MLAT: John B. Carroll claims that "The MLAT has been designed

chiefly to provide an indication of an individual's probable degree of success
in learning a foreign language, but it is alco uceful in predicting success in
learning to read., write and translate a foreign language. It is applicable in
connection with both 'mndern' spoken languazes and ancient languages such as
Latin or Greek". It iz intended primarily for college and adult populations.

The test is very easy to administer — it has the advantage of being a
group test so it does not take up 1 great deal of time as you can test
everyone together — 1p to about 100. Carroll estimated that it takes 60-70
minutes. We found that it took a little lomger, principally because cur
students were not as sophisticated in test-taking as American students and
needed more explanationc of how *o mark their answer sheets. The markers were
not as sophisticated either, and I found mistakes in totalling the scores by
even experienced psychologistc. The problem is that scores from one side have
to be transferred and can be added twice, inflating the score. One advantage
is that unlike some other tests in use, such as the ITPA, you do not have to be
a psychologist — someone who has had a lot of experience in administering
tests — to use it. The timing and all the instructions are on tape. You just
have to turn it on and off at the right moments and ensure that y~u have
proctors around the room to see that pupils are looking at the right page at
the right time. Carroll suggests 1 proctor to 30-40 students. We found we
needed twice this many. The only problem that we encountered in actual
administration was-one of desk space. Each student has an answer sheet, a
Test Booklet and & Practice Exercise Sheet. They took up a lot of room and it

would have been hard to manage in a language leboratory cubicle. The Test is

made up of five parts:
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Figure 1

STRUCTURE OF MODERN LANGUAGES APTITUDES TEST

1. NUMBER LEARNING

A. MEMORY
B. AUDITORY ALERTNESS

2. PHONETIC SCRIPT

A. SOUND-SYMBOL ASSOCIATION
B. MEMORY FOR SPEECH SOUND

3. SPELLING CUES

A. SOUND SYMBOL ASSOCIATION

4. WORDS IN SENTENCES

A. SENSITIVITY TO GRAMMATICAL STRUCTURE

5. PAIRED ASSNCIATES

A. ROTE MEMORY

1. Number learning

The students listen to the tape and are taught the numbers 1, 2, 3, u
20, 30, 40, 100, 200, 300, 400 in a language unfamiliar to them. They are
given an opportunity to practise the numbers and correct their mistakes.
This is a good idea beccuse it helps them settle down and gain confidence
before the testing actually starts. Then the numbers are read out at random
and the student has to write down the number he hears. After this he hac a
few minutes to transcribe these onto the answer sheet. This was the only
place where we experienced any problems during the test. Some students
attempted to mark their answers on the answer sheet right away and as this
was a much harder task they got left behind and lost marks. When this
happened in the pilct run we turned off the tape and explained it again. We
also had mistakes in copying the number into marking slots. This section is
confusing and not well designed. Carroll feels that this measures two
aspects of foreign language aptitude (1) memory and (2) auditory alertness.

b
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2. Phonetic script

A series of sounds is read, which corresponds to groups of phonetic
symbols printed on the answer sheets. Each of 4 choices in 5 multiple-
choice questions is read. At the second reading only one choice is read
and the student has to decide which one. The sounds in each group of 5
questions are phonetically associated.

Carroll says that this measures what he calls 'sound-symbol association
ability' — the ability to learn correspondences between speech sounds and
orthographic symbols. He points out that it may also measure memory for
speech sounds and he claims that it correlates highly with the ability to
mimic speech sounds in foreign languages.

3. Spelling cues

A multiple-choice test in which the student is asked to decide which of
5 meanings corresponds to a word, which has a disguised spelling.

This does not appear very difficult »ut ‘t ic highly speeded and marks
depend not on seeing what the word is but how quickly you recognise it.
Carroll suggests this measures the same kind of sound-symbol associations as

in 2. Obviously, this also depends on students' English vocabulary
knowledge.

Figure 2

SPELLING CUES

1. mblm A. BLAME D. SYMBOL
B. AMBULANCE E. TFLOWER
C. BLEMISH
4., nme A. SEA ANIMAL E. NUMBERS
B. ARCHITECTURAL DECORATION
C. FOE
D. FRUIT
11. knfrns A. FUNERAL D. DISCUSSION MEETING
B. MEDICINE E. POLICE OFFICER

C. KIND OF TREE

42. ntir A. ORAL SURGEON D. WHOLE
B. PART OF AN AUTOMOBILE E. EMPFROR
C. FOREIGHN
/
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4. Words 1n sentgnces.

Students are given two sentences. In the first sentence a word is
underlined and in the second sentence a number of alternatives are under-
lined. The student has to chcose the alternative in the cecond sentence,
which hes the seme function as the underlinea word in the first sentence.
This part is thought to measure 'sensitivity to grammatical structure'.
The *est is speeded as well, sc it is not just how well you can see the
relationships but how quickly. This may well reflect formal training in
grammsr biit at least no grammatical terminology is involved so the scores
do not depend on specific memory for grammatical terminology. This is a
definite improvemcnt on the Fisher & Masia roreign language Prognosis Test
1959, where a sentence such as 'Are you reading an interesting book?' is
given, which has to be changed to the future perfect tense. This obviously

confuses knowledge of terminology about the language with knowledge of the
language.

Figure 3
WORDS IN SENTENCES

A. AS HE SAT DOWN TO REST, A FEELING OF WEARINESS CAME OVER HIM

A B C D
B. SWIMMING IS RELAXING EXERCISE FOR GROWING BOYS IN TRAINING

E
FOR WRESTLING

S. Paired associlation

Students are required to learn certain vocabulary items and then are
expected to choose the correct meaning of a foreign word from five

alternatives. This aims to measure the rote memory aspect of the learning of
foreign language.

Eigure u

PAIRED ASSOCIATES

ja = day hui = fali
Ian = wolf tsep - enter
mi = touch nung = frog

roo = art

[7eN
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ADMINISTRATION IN GALWAY

In U.C.G. in 1974/75, 142 First Year students in the French department
were given the MLAT. In 1975/76 a further 52 First Year students took the
test. The mean score for 1974/75 was 113. The mean score for 1975/76
sample was 102.

Figure 5

MEAN SCORES ON M.L.A.T.

U.Cc.G. 1874/75 113
U.C.G. 1975/76 102
U.S. freshmen 116
Essex University 12y

The results for both years were found to correspond to a normal
distribution. A test was computed and the difference between the means was
found to be significant at the 0.00l confidence level.

Consequently we decided that it would be impossible to use these two
figurcs te produce a norm. It was intended to test the next year's entry to
the French department this year but this proved impossible to accomplish
because of illness in the department.

The fact that the two years differed so significantly has implications
for the two earlier standardisations of the test — one in .S. and one in
Britain both of which were standardised over one year only. If years could
differ so much here they may differ there too and the norms presented in the
manuals may not actually represent the performance on the test for the
population in questicn.

Wher we compare Galway results with comparable norms from the U.S.
population of Freshmen reading French (314) we discover that the American
mean was 116 (sen Figure 5). The sample of 314 seems very small. Now if the
1974/75 results of. a mean of 113 are representative then there is no
difference worth talking about between the two groups — American and Irish.
But if the 1875/76 figure of 102 was not a freak and the real norm for our
population lies between the two years then that is a very large difference in
aptitude between Galway and American students and needs explaining. In fact,
the difference is more unexpected than it seems at first. If 25% of
Americans enjoy college education and only 6% of Irish, then we might expect

Irish students, being a more highly selected group, to actually score higher
than Americans.

This indeed is what seems to happen when we go on to compare our Galway
figures with those from the University of Essex in Britain. Their mean is 124,
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significantly higher than either Irish or American norms. (See Figure S).
The reasons for this are fairly straightforward. English universitics
recruit only about 2-3% of the population so they are very highly selected.
Furthermore, the sample at Essex was predominantly majoring in languages or
comparative and social studies, which included a language element. By the
time they reach University at 18, British students have already selected
themselves and may have cpecialised in languages alone from 3i6-18.
Consequently, the MLAT is too easy for them but might be of more use at 16
when they begin their language specialisation.

In the States as in Galway many study French in the first year because
one language is a necessary requirement of First Arts end nnt because they
intend to specialise in languages. So it is easy to see that the reasons
for the apparent British superiority are to be found in the fact that we arc
dealing with two very different kinds of samples. Tests are obviously much
more useful in discriminating between members of a heterogenous group.

The reasons for the possible American superiority are harder to fathom.
As I suggested, following the line of argument concerning the proportion of
the population involved, we would expect Irish results to be higher. I shall
suggest some reasons for the discrepancy.

Firstly, it is an American test devised for an American population,
reflecting American conditions. It is never easy to transplant a test to a
different culture. The test is devised for peorle whose first language is
English, but presumably the American variety of English. We obviously
checked our populztion for native Irish speakers, but there were no students
whose first language was not English, so this did not appear to be a factor.

On talking to the students after the administration when I was giving .
them feedback on the test many of them mentiored that they had been annoyed
by the American accent of the man on the tape. Several admitted that they
had been disgruntled by what they subjectively experienced as a condescending
note in his tone. We know that the establishment of rapport is crucial for
optimum performance in test situations and this appeared lacking. Perhaps
better results would be obtained if the tape was re-recorded hzre. OQur
students may well have had some difficulties in hearing the difference
between some American vowels: e.g. /a/ in ‘'bag' versus /a/ in 'dog'. This
might have limited their performance in areas like Part 2, where they worked
on the phonetic script.

Similarly, in Part 3 some words may have been easier for an American
population to recognise e.g. fragl which seems much closer to the American
pronunciation of fragile than the pronunciation of fragile used here.

Another striking feature, that emerged from sessions with the students
afterwards, was the large numbers who used no strategies, no mnemonics to
aid them when learning the Kurdish vocabulary in Part 5, Paired Associates.
Many just read and reread the lists hoping it stuck in their minds. This is
a very uneconomic method. Those who used mnemonic devices did very well.

J1
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e.g.: ja day

jahr — German year — but this is smaller only a day
hui fall Whee! Noise you make when you fz2ll

lah  wolf
lah  loup — wolf

tsep enter

step in — enter

mi touch

touch me not —

nung  frog

nung like sound of frog jumping

roc art

rude nude — art.

Possibly the greatest difficulty for our students was their lack of
practice, their inexperience of testing that Americans take as a matter of
routine. They had trouble sorting out the marking sheets and many were
obviously threatened by the procedure. Hopefully, as more and more schools
have guidance teachers, our studcnts will bacome increasingly familiar with
these instruments and this factor will be eliminated.

Lastly, because of constraints of time-tabling, finding a suitable
room and 2chieving peace and quiet, the test took place at 8.00 p.m., by
which time the students were pretty tired and not at theiv becst.

PURPOSE OF USING MLAT IN GALWAY

We must now return to discuss our original purpose in standardising the
test for Galway. We wanted to know if administering MLAT at the beginning
of First Year would allow us to predict examination marks. Does it? Well,
we do not know because the examinationc office would not release names and
marks. However, we have wcrked out an ingenious way around this and
details of this will be revealed next year. The best we can dc at this
moment is to look at experiences in Britain that might have significance
for us.

Results in Brituin

We know that in Britain, success at O-Level correlates very highly wirh
success in foreign language learning. A study done in Sheffield by Austwick
showed that French A-Level results correlated very highly with final
degree level performance in Prench.
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Davies found that I.Q. scores and achievement in major school subjects
is a good predictor of subsequert success in that language. Harding 1958,
suggests that a preliminary tryout of a foreign language is ¢ good
predictor of subsequent success in that language. The MLAT has the
adv ntage, though, of being applicable to any language and it is much
quicker and cheaper. The information it gives in a couple of hours is as
reliable as that obtained in a couple of weeks in the tryout method.

In Essex they found that (i) Previous Larguage Study is a better
predictor of course marks and examination marks than the MLAT; (ii) there
is an improvement when you add the MLAT to thic, but very little; (iii) the
reason that Previous Language Stidy and achievement are better indicators
than the MLAT is probably because they tap, not just aptitude, but also
motivation and capacity for hard work. So we can conclude that, if our
Leaving Certificate results are as good a predictor as A-Level results, then
it is 2 waste of +ime and money to use MIAT as a wniversal selection
criterion for entering language departments. This we will know by next year.

General remarks and conclusions

If we find that we have other ways of predicting success is it worthwhile
bothering about the MLAT at all? I think that probably it is — it has uses
other than that of mere selection. It can be used as a vocational
guidance tool. The Galway students seemed to find an examination of their
profilcs most useful as it gave them an idea of where their strengths and
weaknesses wvere.

It can be used *o discover at an early stage, students who may fail,
so they can receive remedial help or a warning that they may not be making
a wise vocational choice. You have to be careful not to be simplistic in
interpreting these scores. Success or failure as we have suggested depends
not only on aptirude but also motivation and hard work. So all you can tell
someone is where they stand in relation to others in their class. Scoring
below average on the MLAT mesns that you will have to put in much more time
and hard work to do as well as someone with a higher aptitude. Knowing
where you stand in relation to a group can be useful if you are changing from
one university to another or moving to Britain or the States.

Of course we may not always have information concerning examinations
passed or school records to consult. This is especially likely in the case
of an adult. It can be importart for a mature student entering university
to be able to see if he has a latent =2bility that has not had a chance to
manifest itself in terms of attainment in langsuage learning.

Now that we arc in the EEC we can expect more courses to be provided
for people in government service and in industry and commerce. Mcre adults
will be starting cxpensive series of classes. MLAT can help to select
students so the most efficient usc can be made of time, money and penple.
In fact Corroll claims that it is in this area of intensive courses, where
motivation is uniformly high, that the MLAT shows the highest validity in
predicting success.

Q3
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The MLAT has a diagnostic function too. As we have seen, it can help
pick out areas of strength and weakness for particular students who could
be grouped on the basis of this for further practice at their own speed.

One of the things we are going to do next year is to compare the
scores on the 5 different parts of the texts of the three populations so
far studied. We have not been able to do this yet, because Professor
Carroll has lost his data. When we do get all the data together we will be
able to see whether our scores are just generally lower on all 5 subtests,
or whether our overall marks are being depressed by problems in one
particular area. This could determine where we should direct the thrust of
our teaching strategy. If we do as well as other populations in phonetic
discrimination, but worse in grammatical sensitivity, perhaps the balance
of our courses could be modified accordingly.

On the whole, I think the test is worth persevering with, although it
is subject to criticism like all tests. The subtests seem to be measuring
the students' ability to recode English. The sound systems, the structures
are all English. Even with the vocabulary items, the nonsense words are to
be substituted for English words. Language learning involves more than
substituting one set of words for another. So I feel the MLAT would be
improved if non-English linguistic characteristics were incorporated. One
would welcome the inclusion of sounds not used in Engl.sh and some non-
Roman symbolisation.

Of more general interest perhaps, is an elementary version of the test
EMLAT, in which a great many language teachers and vocational guidance
teachers have shown keen interest. We hope to look at this carefully during
the coming year with a view to standardising it for the whole country, if
there is sufficient interest and we can find someone to give us the money
to do it.
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AN EXPERIMENTAL ;I'EST IN SPOKEN FRENCH AT LEAVING CERTIFICATE LEVEL

Delma O'Callaghan

Institifiid Teangeolaiochta Eireann, Dublin

In 1975 I.T.E. decided to initiate studies and experiments on the
feasibility of developing oral tests in modern languages for use in this
country. The purpose was to determine whether oral/aural tests could be
designed which were suitable for general application and were reasonably
reliable and .consistent in their results. In Irish this work was undertaken
at the level of Sixth Class in primary schools and in French at the level of
Leaving Certificate.

My purpose here is to describe the experimental test of proficiency in
French which I developed on behalf of I.T.E. in the period October 1975 to
October 1977. I should like to acknowledge my appreciation of the very
favourable conditions under which this work was done in I.T.E.; the co-operation
of the participating students, teachers and schools and the expert guidance and
technical skill provided by St. Patrick's Educational Research Centre in
Drumcondra through its psychometric experts — in particular Dr. Patricia Fontes.

My brief from I.T.E. was to devise tests of the oral-aural skills which
would be reasonably simple to administer on a national level, which would require
only a reasonably short time to administer and which would be as reliable as was
possible, that is, as objective as possible without detracting from the

potential of the tests for improving teaching approaches by emphasising oral-
aural skills.

I first collected information on aspects of behaviour known to be measured
in both the oral and aural skills. The sources of this information are now in
I.T.E. and are, largely, detailed in the bibliography on testing freely
available from I.T.E. I found that aural or listening tests variously included
auditory discrimination, identification of grammatical indicators or patterns,

and comprehension tests of various kinds and composite tests — DICTATION, CLOZE
and NOTE-TAKING.

AUDITORY DISCRIMINATION TESTS could measure the student's ability to distinguish
phonemes, or intonation patterns or tone or mood of utterances. The procedure
used was the matching of spoken items with pictures, with written items or with
other spoken items. From these possibilities, I selected phoneme discrimination:
single words and sentences to be adjudged same or different and the matching of a
spoken utterance with one of a set of written options containing phoneme
contrasts.

TESTS OF IDENTIFICATION OF GRAMMATICAL INDICATORS or PATTERNS could measure the
student's ability to match a spoken sentence with one of a set of written options
of varying tense, number, persons or patterns. I did not retain this technique.

COMPREHENSION TESTS could measure the student's ability to interpret precise or
general meaning (gist), the context, the mood or atmosphere, his ability to
complete a thought, to,give an appropriate response. All of these are normally

90
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tested on the basis of a verbal cue. The techniques involved the use of
pictorial and written aids. The pictorial ‘aids ranged from pictures to maps,
diagrams, tables or time-tables, with the help of which the students would
solve problems given verbally. I did not retain the use of pictorial aids

at this level. From the range of spoken cues — statement, question, dialogue,
narrative, informal talk, lecture, authentic newscast, weatherforecast,
advertisement, announcement, I retained statement completion, narrative and

dialogue for the purpose of testing interpretation of meaning and context
only.

4. DICTATION is a test of composite skills including the ability to produce sound-
script correspondences from a series of sentences or a continuous passage
given orally. I retained this technique.

5. CLOZE involves the deletion of every 5th or 7th or nth word from a series of
sentences or a passage given orally. The student supplies in writing or
selects from a number of written options the precise missing words. Although
this is accounted an excellent test of composite skills, I did not retain this
technique.

6. NOTE-TAKING from a verbal stimulus is another composite skills test which, like
many of the other techniques, I did not retain at this time for this level,
although from the mere point of view of usefulness and relevance it also merits
testing at this level at a later state of development of oral/aural skills.
TEST OUTLINE

SKILLS TEST
Levels Listening Speaking
1. Phonology Phoneme Discrimination Pronunciation
Intonation
2. Grammar and Lexis Sentence Completion Transformation
Definition in Context
3. Context Continuous Passage and Answers to General
Questions, Dialogue Questions,
Situations and Questions. Information-seeking
in Role Playing
4. Composite of 1, 2 Dictation Fluency
and 3 .

In the event, on the results of the very first testing the Phoneme
Discrimination test based on minimal pairs of words was discarded as being too
easy for Leaving Certificate level and, therefore, the Aural section consisted
of six subtests — 2 Phoneme Discrimination sub-tests with 80 items, 2
Comprehension sub-tests (Narrative and Dialogue) 100 items, 1 Sentence
Completion sub-test with 20 items and Dictation with 80 items. These were
administered in 4 parallel tests with 70 items each.

o
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The aural tests were entirely objective and open to manuali Or computerised
correction. They were designed to be administered by tape to groups of students
and required 20 minutes to complete. They, therefdre, met the criteria
mentioned earlier — ease of administration, reasonable timing, consistent
application and objective assessment while having potential for encouraging
stress on aural skills.

The literature on testing, however, provided less clear and simple
solutions to the assessment of the spoken language. Oral tests ranged from the
interview and general question type test to discrete point tests of pronunciation,

intonation, stress, rhythm, controlled expression (grammar and vocabulary) and
free expression (ease and fluency).

The Interview and General Question type test are those traditionally
associated with a global assessment of all those aspects of oral and aural
skills, which contribute to the level of intelligibility, and determine the level
of communication. Even if it were possible to devise a valid and reliable
single test of all these skills, it is questionable whether an individual could
reliably assess performance on that test.

Various attempts have been made to increase the reliability of such
assessments: small teams of expert examiners simultaneously assess each
candidate, or recordings are made of the total performance and the various skills
are assessed in successive auditions of that performance, each audition pin-
pointing a specific skill. The volume of speech produced in a specific time,
the variety of structures used, the range of vocabulary, have all been measured
and used as measures of competence in speech production in experimental tests.
However, they do not appear suitable for testing on a large scale because of
the complexities of administration, the time and, therefore, the cost factor
involved. Therefore in national examinations where relatively large numbers
of examiners with varying degrees of expertise are involved, it is necessary to
devise aids to standardisation and objectivity of assessment regardless of how
specific a training programme may be envisaged. It is in .his direction that
most of the work on oral examinations has been aimed in recent years. Only
partial success has been achieved so far:

"The effort to test speaking skills entirely objectively is doomed
to fall short of complete success, for an evaluation of how well a
person speaks French requires judgements on the part of the hearer.
These are necessarily subjective'. (Pimsleur. 18861).

"Some aspects of language cannot be measured by solely objective
techniques." (Carroli. 1973).

Nonetheless, if the various elements of ability to communicate verbally can be
determined and if separate and objective tests of at least some of these
elements can be devised, it should be possible to improve the standardisation
and reliability of the assessments.

The discrete point tests, I found,variously included tests of controlled
expression, free expression, pronunciation, intonation, stress and rhythm.

1. CONTROLLED EXPRESSTON tests usually consist of

*1
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(1) Mechanical drills requiring transformations or extensions
and they are used to evaluate the handling of structures,
grammatical words and vocabulary. I retained these and
for this purpose. The grading was on a RIGHT/WRONG basis.

(2) Natural drills — general questions eliciting specific answers.

(3) Situational drills are used to elicit open response (they
wish, she says, it seems) or conventional forms (please do,
you're welcome) or manipulation of specific structures or
use of specific vocabulary. These situations can be given
verbally or by use of pictures. I retained an extended form
of the verbal situational drill in role~playing test.

2. FREE EXPRESSION tests usually consist of

(1) Interviews with open question and answer exchanges.

(2) Topics chosen either by examiner or student from a
specific range of topics, on which a number of set
qQuestions are to be answered.

(3) Pre-set topics where the student makes a short prepared
speech on one topic followed by free question and answer
exchange.

From @) & 3 I retained a range of topics from which the examiner would select

a maximum of ten set questions or was free to devise his own. I retained those
for the purpose of assessing fluency and command of language. Assessment of
performance was on a FLUENT/NON FLUENT basis according to defined criteria.

3. PRONUNCIATION, INTONATION, STRESS AND RHYTHM are variously tested by Reading,
Repetition and Structural Drills.

(1) Reading is used to test pronunciation and intonation by the
testing of underlined features only. I could find no clearly
interpretable system of indicating correct stress and rhythm
within a reading passage and so I used reading passages for
pronunciation and intonation testing only. The correct
pronunciation was indicated by the international phonetic
system; separate items in contrasting pairs were used for
testing the most widely recognised intonative patterns which
were indicated in linear fashion with numbers. All were
assessed on RIGHT/WRONG basis.

(2) Repetition of words, phrases, sentences (supplied verbally or
verbally and in writing) or of a memorised passage, is some-
times used for testing pronunciation, intonation, rhythm and
stress. I retained neither of these techniques.

(3) Structural drills (statement completion or question construction)
can be used to assess students' ability to produce correct
intonation, stress or pronunciation. I did not retain this
technique. ’
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Thus the oral consisted of 3 sub-tests using reading texts for specific
pronunciation and intonation items, controlled expression tests using
transformations and situational drills and free expression tests based on a

range of topics to be selected by the examiner. An optional set of questions
accompanied each topic.

A first version of the test was completed and tested on a small number of
Leaving Certificate students in March, 1976. A rudimentary statistical analysis
led to a number of revisions. A revised version was tested again on a small
number of Leaving Certificate students in May, 1976. This again led to
revisions. At this stage a reasonably satisfactory model had beern arrived at
and four paraliel versions of the test were devised. The oral section was again

tested with the help of seven practising teachers. Again revisions were made
in the light of their advice.

The final revisions were completed in April, 1977 and the four versions were
tested on 139 students in 9 scheols throughout the country between April and
June, 1877. One hundred and eighteen (118) candidates took the Oral: 16% Boys,
84% Girls, 11.5% of the total being Vocational students. (In the Leaving Certificate
1975, 35% of the candidates were boys, 65% were girls and 7% Vocational). The
Aural test group of 139 candidates was more representative: 27% boys, 73% girls,
including 9% Vocational students.

The aural examination took 20 minutes (in each of 4 versions) and the cral
examination 15-20 minutes. The total number of items tested was 5860. These
were distributed in sub-tests as shown in the following table:

Type of Sub-test Number of Number
test candidates of items
included
Aural Auditory Perception, Section A 112 40
Aural Auditory Perception, Section B 112 40
Aural Comprehension A, Dialogues 112 26
Aural Comprehension B, Continuous Passages
(Bl toBu) 112 8C
Aural Comprenension C, Sentence Completion 112 20
Aural Dictation 108 _80
Aural Test: Total 280
Oral Intonation — Word Lists 93 _ 4o
Oral Fluency 93 8C
Oral Grammatical Accuracy 93 _80
Oral Test: Total 200
Oral Intonation — Additional Test 1 4l 40
Oral Intonation — Additional Test 2 45 _ho
Intonation: Total 80
GRAND TOTAL 560
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The test was designed as a norm referenced test — that is one aiming to
provide an evaluation of the capacities of an individual in terms of

successes over a large number of items testing a variety of points and in terms
of his standing in a group of individuals somehow like himself. The intention
was to achieve the maximum spread and discrimination and reliability. Each
subtest, test and section was, therefore, analysed in terms of the frequency
distribution, that is the frequency of occurrence of each score from O to
maximum on the sub-test, test or section. This frequency distribution was
used to monitor the type of spread that each sub-test was contributing to the
final distribution. For example, one of the subtests testing auditory
discrimination of minimal pairs of sentences was eliminated after the first
analysis. It was a 40 item test with a reliability of .52 and was discarded
because it had inadequate difficulty, restricted spread and inadequate
discrimination. It was not required for face validity since the remaining
auditory perception test was better from the point of view of difficulty and
discrimination. After analysis, item selection was carried out and repeated
analyses done. The following are the subtests and items finally selected:

AURAL TEST
Items 1-15 Auditory Perception {15 <tems)

Item Correct . . .. . Item Correct Diff- Discrim-
D 1 D '

No. Answer ifficulty iserimination . Answer  iculty ination
1 B 86.61 0.53 9 D 73.21 0.42
i 2 C 83.93 0.50 10 D 29.46 0.42
b3 c 81.25 0.48 11 c 36.61 0.40
i 4 A 80.36 0.50 12 A 41.07 0.48
P05 A 78.57 0. uu 13 c 57.1u 0.u7
6 B 78.57 0.4y 1y A 63.39 0.u49
7 D 75.8¢ 0.52 15 B 66.07 0.51

8 B 75.00 : 0.63

—————

Kuder-Richardson Reliability = 0.71
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Items 16-23 Aural Corprehenstion A- Short Dialogues (8 items)

ten Correct . Iten Correct

. Difric Discrimination . Difficul i imi ion
Yo. Answer Difficulty viscrimina Yo. Answer Difficulty Discrimiration
16 C 57.8% C.5¢ 20 B 6l.61 0.52
17 A £2.07 C.5% 21 N 6l.61 0.45
18 C B4 .29 C.5: 22 ] 56.25 0.53
16 3 81.51 C.:¢ 23 A 53.57 0.50
‘uder-Richardson Reliakility = 0.57
Items 24-38 Aural Comprehernsion B — Continuous Passage (.5 items)
Item Correct Nrees . s . . Iter rrect c e . s . .
- Difficulty Discrimination - Corre Difficulty Discrimination
No. Ansuer o. Answer
2u C 72.32 GC.51 32 v 75.00 0.58
25 A 53.57 C.ug 33 C 54,29 0.u8
26 B L5.4L3 C.u0 Sk D 86.07 0.u45
27 C £52.5C 0.57 35 D 54.46 0.47
28 A 81.7% C.5% 38 A 79.45 0.u2
2¢ A 32.Cu G.5¢ 37 A 20.71 0.u48
30 4 51.79 C.5¢% 5% o4 £83.0u . 0.43
31 C u3.75% 0.LS
¥Yuder-Richardscn Reliatility = 0.73
Items 28-<¢ Aural Corprekensiorn O -- Imecrmplete Staterents (8 items)
Item  Correct crps . . . Iten Correct g . s X
v Difficulty Ciscrimination - ~ Difficulty Piscriminatior
lio. Answer e, Ansver
34 C Ll 0.u8 L3 D 57.24 0.50
Lo A 67.85 0.u8 L 3 56.25 0.40
Ll C 55.07 0.5u L C u5.54 0.u49
L2 A gl.cl C.t3 “€ 2 41.98 0.51

ruder-Richardscon Reliebility = C.ug

Q 81
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Items 47-56 Dictation (10 items)
Item Number Difficulty Discrimination Item Number Difficulty Discrimination
u7 85.19 0.u9 52 67.59 0.70
u8 73.15 0.67 53 29.63 0.67
ug 18.uh 0.u7 Sk 54.63 0.70
50 u5.37 0.73 55 37.04 0.68
51 43.52 0.65 56 57.u41 0.74
Kuder-Richardson Reliability = 0.77
ORAL TEST
Items 1-10 Pronunciation (10 items)
Item Number Difficulty Discrimination  Item MNumber Difficulty Discrimination
1 78.05 0.u9 6 u6.34 0.54
2 65.85 0.55 7 65.85 0.u48
3 58.54 0.u49 8 63.41 0.64
by 48.78 0.57 g 80.u8 0.42
5 80.uS 0.37 10 43.90 0.35
Kuder-Richardson Reliability = 0.60
Items 11~15 Intonation (5 items)
1l 82.80 0.64 14 65.59 0.79
12 67.74 0.57 15 55.91 0.78
13 66.67 0.71
Kuder-Richardson Reliability = 0.60
Items 16-25 Fluency A — General Questions (10 items)
Item Number Difficulty Discrimination Item Number Difficulty Discrimination
16 78.49 0.61 21 68.82 0.63
17 77.42 0.65 22 66.567 0.73
18 76.3u 0.60 23 78.49 0.49
19 76.34 0.62 2u 79.57 0.52
20 78.57 0.ulb 25 79.57 0.60

Kuder-Richardson Reliability — 0.72




O

ERIC

Aruitoxt provided by Eic:

Items 26-30 Fluency B -- Role Playing (6 items)
Item sz . < s . Item - . - .
Yo Difficulty Discrimination No Difficulty Discrimination
28 66.67 0.74 29 76.34 0.54
27 65.89 0.78% 30 75.27 0.70
28 77.u2 0.82
Kuder-Richardson Reliability = 0.59
Items 31-46 Grammatical Accuracy (15 iters)
Iterm S EES A i - . Item niepd . < . .
NG bifficulty Discrimination No Difficulrty Discrimination
31 75.27 0.63 39 68.82 0.63
32 65.67 0.80 40 50.54 0.£2
33 u5.16 0.83 41 45.16 0.u2
Ju 58.82 0.57 L2 81.29 0.5%
3% £2.37 0.83 L3 338.78 0.62
30 43.01 0.62 sy 58.06 0.80
37 52.32 . 0.u0 45 He. L6 0.64
38 58.056 0.51
Kuder-Richardson Reliabiiity = 0.81
The factors which govern the frequency distribution are item difficulty
and item discrimination. The item difficulty analysis showed the propertiaon of
students answering each item correctl The item discrimination analysis
showad the consistency with which oa th

Y

h item assigned students to 2
3 re assignei by their total test
therefeore, were selected {rom each subtest on the basis ¢f
evel cf difficulty and the maximum discrimination inscfar a
ort prior reasoning on the nature cf the test.
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the group to which they we
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The reliability of each subtas:t

using the Kuder-Pichardson Formula. The reli t
test is the consistercy with wnizh i
ghly reliable test wiil proiuse consi ar almost con51sten~ raesul

repeatedly in a relatively unchanging sitvarion. Subtests cf relatively
low reliability may be included, provided they do not bring the overall
reliability below an accepted levnl and provided that th2 subtests scores ar»
not uged zingly for decision-iaking. Thus, while the reliability of indi-idual
subtests in both the Oral and the Aural Tests hccame gquite low when the nurien
of items was reduced (i.e. when seleztions were made), the cverall reliabili:
in Loth sections, containing %6 and 3% items respectively, is .91 ard .90
thus high. The XK.R. reliability of the oral and aural combined can b2 as=i~z
to be appreciably higher, given that an increase in the number of items br .. -
incroase in reliability. Traii type tasis In the written skills of. o
chow reliability on-efficients and lower ot dappropriate reliakiiivy
cialculations. The table of E son Joyrelations, which follows, shews the
ralationships arong the sub-tests and Letwsen the sul-teste and the total

S70res.
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of an 1te:r o" a sub-test
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CORRELATIONS: While the item discrimination shows the relationship between

individual item responses and total test scores, it is useful for a more
complete picture of a test composed of sub-tests to establish the relationships
among the sub-tests and between the sub-tests and total scores. These
correlations show whether the overall test is internally consistent and how
much the sub-tests, which purport to measure different aspects, actually do so.

Correlations of .90 - 1 (v. high) show very strong relationship
.70 - .90 (high) show marked relationship
.40 - .70 (mod.) show substantial relationship
.20 - .40 (low) show definite relationship but a small one

.20 or less {slight) show relationship so small as to be
negligible.

Sub-tests should correlate only moderately with each other, otherwise they are
doing the same job and all but one are superfluous. The correlations between
subtests and between subtests and totals were calculated by the Pearson method.
By the above definition the subtests in the Aural correlate moderately with

each other — dictation correlating most highly of any of the aural sub-tests
with all the aural subtests. The cral subtests correlate moderately with each
other — the fluency and grammatical accuracy correlating most highly of the
subtests, not only with their own section but across into the Aural section.
Were psychometric and practical considerations the sole criteria in the test,
two subtests, dictation and grammatical accuracy could have been retained as
economical, objective and reliable instruments to summarise the sub-skills

within oral and aural proficiency respectively. The other sub-tests were, however,
retained not only on grounds of validity but because they were, in the context
of the total examination, relatively independent sources of information. Thus
the interplay of intercerrelations of scores on subtest, test and total test can
be seen to have been used to monitor the relative homogeneity within the oral
and aural sections and the relative heterogeneity across the sections.

In summary, the individual subtests,while markedly different from each other,
correlate highly with their total sections. This indicates a coherence within
the two sections, derived from a combination of contributions from each sub-test
and shows clearly the value of discrete pcint testing in both Aural and Oral
aspects of language. It also indicates that this test, while devised as a MNorm
Referenced Test, has potential for use of a Criterion Referenced nature.
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PUPILS' FOREIGN LANGUAGE ERRORS AND TEACHERS' ERROR HANDLING PROCEDURES:

A DESCRIPTIVE MODEL

Resamond F. Mitchell

Department of Education, University of Stirling

INTRODUCTION

This paper is concerned with the way foreign language teachers in formal
classroom settings handle the errors produced by their pupils. It is very
much an account of work in progress; systems proposed for the categorisation
of pupils' errors and of teachers' reactions to them are outlined, and their
application illustrated in the analysis of a limited number of elementary
foreign language lessons. On the basis of this analysis the strengths and
limitations of the systems are discussed, and suggestions made for their
possible development.

The context of this study of teachers' error handling procedures is a
wider investigation of foreign language classroom teaching skills being under-
taken at Stirling. The general orientation of the Stirling project towards
the elucidation and analysis of a set of discrete, specific classroom teaching
skills arises from the failure of more 'global' studies of foreign language
teaching in schools to produce any definite conclusions regarding the relative
effectiveness of rival total methodologies. One of the main data-gathering
methods being used by the project as a whole is the systematic observation of
the 'natural' classroom teaching of foreign languages; this paper outlines the
systems we are developing to make sense of the classroom data, in relation to
errors and error handling. The systems proposed here derive in part from those
developed by other researchers working on error handling, in particular those
of Fanselow (n.d.) and Chaudron (1277).

The Impcrtance of Error Handling Strategies

Widely different prescriptions have been made by foreign language teaching
methodologists regarding the 'right' way to react to pupils' errors. These
range from exhortations to avoid the possibility of errors occurring in the
first place (e.g. Politzer 1961), to suggestions for a wide range of positive
remedial procedures (e.g. George 1972, Burt & Kiparsky 1972), and even the
proposal that errors not impeding communication might simply be ignored (e.g.
Cohen, 1875). These contradictory prescriptions have generally been derived
from theorctical assumptions regarding the nature of the psycholinguistic process
of foreign language acquisition, however, rather than from any concrete evidence
regarding their relative effectiveness in promoting learning. While we ourselves
make certain assumptions regarding the probable general nature of the foreign
language learning process, accepting the view of the language learner as an

/-6




active Processor of linguistic information, a4 creatopr and testep of hypotheses
regarding the Structure of the target language, we considepreg Such g theoretical
model ap inadequate basis for making Prescriptiong tO teachers Pegarding the

fopr Such indications of theip relative effectiveness 4s might exist in the
classroon situation.

classroon behaviour regarding the degree of rationality which @Ppears g govers:,
theip choice of Strategies. Mehan (1974), and Allwright (1875) have Suggesreg
that teacheps! Peactiong to erpop are unsystematic, unfajip, and irrational;
Chaudron o the other hand, ip his Study of French inmersior ¢lasses hag showr
the existence of Systematic relationships between the acadenj o foruy of attent an
at a givep time, ang the teacherg: treatment of PUpil erpor This jggie is of
interest, as any ultimate attempt to widen the teacherg ! Pepertoire of erropr
handling Procedureg would pe Pointjess unless soma degree of rationa) Contre
OVer reactjye behavioyp is dssumed, Thus we are looking for &Ny evidence
Produced by the analysisg System regarding Patterns of variation AN0ONg crrop
handling behaviours, and othep dSpects of classroon discourse, which‘might

Collection of Data

The darg base for which the descriptive SyStems describeq here ape being
developed Consists of 4 set of dudio recordings hade ip firse Y€ar French classe:,
1n Scottigh COMprehensjve Schools, Fourteen €xperienceq teachers have Leen
Pecordeq teaching 4 week's yopk to one class cach, in the first tepn of the
Present School Y€ar. Thege sape teacheprg wWill ke Pevisited jp the thipy Tern
of the Year, and 4 furthep week'g vork recorded. Thus fop each leacher 4 ten-
or twelve-lesson Sa@mple of his/hep teaching behavioyp Will have Leen collected,
at intervalg Selected g as to reflect any changesg in teaching Strategy, which
may take Place ip the coupze of the first yvear, Scottish schoolchildren rarely
Study g foreign language at primary School; thus the Mdterial so far Coliectay
comes from 4 very early Stage in the foreign language teaching Procens .,

The fipst Stage in the devclopment of the coding SyStem wag the Caterorig-
ation of the whole of the classroon discoupse by language — Frensh op English —

and by Speaker — teacher op Pupil(s), This Produced ap indicatiop of the total
Number of Utteranceg Produced by bPupils jip French, in the course of ope week 'g

The aext Stage, the first ne directlv relevant o thae Surren STty s
= ined ip the pupj)at foreipn lannuige
he deveiopmont of a Satisface gy, dcfinition

N error has heen Produced o the toa-pap

.
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of an ‘ory, o1 who decidesg whether
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the variable standard of his teacher's own foreign language production, or Some
absolute notion of tcorrect French'? The solution adopted here was to take

as an absolute standard the descriptions and examples of French contained in
the course materials, and to say an error had occurred whenever pupils' utter-
ances were judged by the researcher to have deviated from this model. In the
interests of comparison between the performance of different class groups, it
was felt that some absolute standard of error was needed.

Pupils' utterances were judged correct or incorrect on three principal
dimensions: those of structural accuracy, accuracy of content, and appropriacy
to the discourse context. on this basis a list of eight principal error types

vas established:

Structure 1. Pronunciation;

2. Grammar;
3. Vocabulary;

Content 4. Factual content;

Appropriacy 5. Hesitation;
6. Comprehensibility;
7. (Cohesion;
8. Teachers'special conditions.

The "“errors of structure' are largely self-explanatory. "pronunciation”

includes errors of phonology, stress and intonation (an arbitrary decision was
taken, however, to ignore a 1imited number of omnipresent phonological errors,
such as the use of Scottish /1/ and /r/, in the practical interest of keeping
the data manageable). "Grammar" includes morphological as well as syntactic
errors; ''vocabulary" includes deformation of foreign language words to the
point of semantic confusion, or substitution of Ll words in foreign language
utterances, as well as the incorrect selection of foreign language words.

ugppors of appropriacy's in addition to hesitation and the production of
incomprehensible utterances, consist of the production of foreign language
utterances not structurally incorrect in themselves, but inappropriate to the

discourse context in which they a
le jardin" is a structurally corre
appropriate reply to the gquestion

re produced. (Thus for example "Il est dans
ct French utterance; it is, however, not an
"oui est-ce?"). A further category of

appropriacy error was considered necessary to take account of the frequent extra
restrictions the foreign language teacher imposes on pupils' utterances,

beyond those obtaining in non-teaching discourse: when, for instance, the teacher
gives the jnstruction to '"'Answer with a complete sentence", and treats approp-
riate shorter but structurally correct answers as incorrect.

The 'factual content" category provides for the categorisation of pupil
utterances, which are factually inaccurate, though free of language errors.

[oven
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Application of the Error Categorisation System

The analysis of the full corpus of the first-term lessons is not yet
complete. To illustrate the kind of descriptive information such a system
can provide, the next table shows its application to the lessons taught by
three teachers in a single school, during a single week and using the same
course materials (Longman's Audio-Visual French, Unit 6).

Fig. 1 ERRORS OCCURRING IN 15 FIRST YEAR LESSONS

[ = 1 1 S
I . .
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sac |88 |2 (& |8 |88 |8 |552| 55| £4%
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H Ly 111 4S5 L6 6 — 7 2 3 2
26.8%|f 40.5%41.u%! 5.u4% —_ 6.3%| 1.8% 2.7% 1.8
I Glu 282 145 53 8 8 38 7 11 12
46% 51.4%{18.8%| 2.8% 2.8% 13.5%| 2.5% 3.9% 4.3
Total 2362 746 348 170 24 16 100 18 23 40
31.6%(| 46.8%22.8%| 3.2% 2.1% 13.u4%] 2.4% 3.9% 5.4
% of % of
pupil FL total
utts. errors

This table shows the total number of foreign language utterances produced by
pupils in the course of the week, in each of the *'ree classes; the absolute
number of errors contained in those utterances, and the same errors expressed

as a percentage of total utterances. It goes on to show the distribution of the
error total among the different error types. Perhaps the most striking feature
is the high frequency of pronunciation errors; syntactic ervors are also common,

but errors of appropriacy are much less frequent, and those of fact almost non-
existent.

The Categorisation of Teachers' Reactions

How did the teachers react to these patterns of pupil error? It will be
necessary to introduce and explain a further categorisation system for the
description of teachers' positive reactions and corrective feedback. But the
first option open to the teacher when a pupil error is produced, is whether to
react at all, or instead simply to ignore the error. The next table shows the
extent to which teachers did in fact ignore errors identified by the researcher
according to the absolute standards outlined ahove.
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Fig. 2 [ERRORS IGNORED BY TEACHERS IN 15 FIRST YEAR LESSONS
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From these figures it is evident that a substantial proportion of pupil errors
were passed over by the teachers. The teacher whose pupils talked most also
ignored mest errors — almost half of those identifiable on the tape. Whether
the teachers did not consider an error had occurred, or whether they were
taking conscious decisions to ignore errors they did notice, cannot be deter-
mined from the data avaiiable. But the detail of the table shows that the
propensity of the teacher to ignore errors varied very much with the type of
error involved. The-three teachers examined here were very tolerant of pron-
unciation errors, whereas syntactic errors, the other common structural error
type, received a lot of corrective attention. Errors of appropriacy were also
rarely ignored; the few errors of fact were all corrected.

In reacting to pupil errors in a positive manner, the foreign language
teacher has three basic feedback options. The teacher can simply let the pupil
know that his/her utterance was unsatisfactory in some respect, and that he/she
must try again; or the teacher can model the required "correct answer', for the
pupil to imitate; or some sort of additional explanatory information or exempl-
ificatory material can be provided, as a basis for further pupil attempts to
construct an error-free utterance. From these three basic options the following
error handling classification system is derived:

[oon. -y
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Negative 1. Repeats cue;
Indication 2. Indicates fact of error;
3. Indicates fact and location of error;
4. JIndicates fact, location and
type of error;
Modelling 5. Supplies model response;
6. Supplies part model response;
7. Calls on another pupil;
Informing 8. Supplies alternative cue;

9. Provides comparative material or
alternative responses;
10. Explains error (in FL or L1).

To illustrate the application of this system, the next table shows the
categorisation of the error reactions of the same three teachers:

Fig. 3 TEACHERS' CHOICE OF ERROR HANDLING PROCEDURES IN 15 FIRST YEAR LESSONS
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strategies

That is, without going into the detail of the table too closely, of the errors
the teachers decided to treat rather than to leave alone, almost one half

were treated with scme form of modelling — "giving the right answer'. Another
thirty-five percent or so were given a negative but noen-informative reaction,
leaving fifteen percent or so to fet some sort of reaction providing additional
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information. Of tnis last group, the most favoured informative reaction was
discussion or explanation in Englishj; the provision of additional foreign

language examples, comparative or contrastive, was resorted to in only two
percent of cases.

Teachers' Immediate Correction Success

There are serious problems involved in any attempt to establish the
relative efficiency of the various correction procedures available to teachers.
One possibility, proposed by Chaudron (1977), is to look at the pupil foreign
language utterances immediately following the teacher's corrective reactions,
to see the extent to which corrected utterances are produced!

In the light of the strong tendency of foreign language teachers to favour
modelling the right answer as their principal positive error handling procedure,
not too much can be read into the immediate subsequent ability of pupils to
produce corrected utterances. Even if the newly-correct utterance is the
product of mental processes higher than those of simple imitation, capacity to
generate it on the spot guarantees neither long-term retention of the structure

nor assimilation of the generative rules, which will produce further utterances
of its type.

However, this measure is the only one availabie for the estimation of
immediate correction success; its integration into the analysis system proposed
here presents no difficulty. The next table shows the nunber of errors success-
fully corrected, in this limited, short-term sense, as a proportion of the
total number of errors, which the teachers chose to treat.

Fig. 4 SHORT-TERM SUCCESS OF ERROR HANDLING ACTIVITIES

Teacher Total errors Errors Errors
treated "corrected"

J 353 198 122
56.1% 61.6%

H 111 85 47
76.6% 55.3%

L 282 169 83
59.9% 49.1%

Total 46 452 252
60.6% 55.8%

% of total % of errors

errors treated
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From this table it is apparent that teachers are concerned with achieving
immediate correction success, and w’ll persist with error correction treat-
ment until it is achieved, for the &. jority of errors they react to. A more
detailed examination of the full data should tell us in more detail which of

the correction procedures currently favcured by teachres are the more efficient,
in terms of immediate success.

Discussion

The anlysis system proposed here, and exemplified with a limited data
base, has certain limitations. It does not permit any detailed identification
of the discourse context, within which error incidents occur; thus, for instance,
it cannot show the relationship between the focus of the teacher's attention
at a given moment — his intent to teach a particular language point — and
possible differential treatment of errors related or unrelated to that point.

The error categorisation system also does not allow for the precise
identification of specific common errors; thrse certainly exist, and must be
formally categorised if patterns of change in pupils' error production are to
be traced between the first and third term of the school year. The listing and
tailying of common errors is an obvious, desirable development of the system.

The error handling system as it stands is limited in another way: it works
through the identification and counting of isolated events, and, therefore, is
not suitable for the detailed, sequential analysis of individual, error-handling
incidents. In this it is a more primitive system than that proposed by Chaudron,
for instance (1977). However, with all its limitations, I feel that in combin-
ation with the error classification system, the proposed error handling analysis
system does generate useful patterns of evidence regarding teachers' classroom
behaviour.

The three teachers, whose lessons have been described, are clearly
limiting the possiblities for the occurrence of several types of error. The
substance of what is talked about is kept simple encugh to avoid most errors
of fact, and even errors of vocabulary; the small number of errors of approp-
riacy (apart from hesitation errors) suggests strict limitation of the opportun-
ity offered to pupils to string utterances together in any sequence longer
than the two-step question and answer. Thus, the discourse is controlled so
tightly, that the only substantial areas within which pupils have a chance to
make large number of mistakes, are the language structure areas of grammar
and pronunciation.

In the strict limitation of opportunities allowed for error, these Scottish
teachers differ not ouly from the teachers of relatively advanced students in
the immersion situations studied by Chaudron, but also from the EFL teachers
studied by Fanselow, who apparently allowed a wider range of errors to occur.

It will be interesting to see if by the third term of the school year, these
same teachers are allowing their pupils to make a less restricted range of
mistakes.
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These teachers clearly have different error handling strategies for the
different types of structural errors which do occur in their classes. For
pronunciation errors, little correction occurs, whereas for syntactic errors
the "ignore" strategy is much less common. There is some indication that
"modelling" is less popular as a treatment strategy for syntactic errrors than
for others, and that the "informative" procedures are more SO, though confirm-
ation of this must await full analysis of the data.

From the data so far analysed, a certain number of "teachers' operating
principles' can be hypothesised, although on a very speculative basis. These
can be summarised as follows:

1. Pupils beginning foreign language study can cope with variety
only within the FL utterance, and in relation to options of
linguistic form. :

2. The active correction of pronunciation errors is not a
centrally important teaching procedure.

3. The active correction of grammatical errors is a central
activity of foreign language teaching.

4. It is important to get students to correct themselves on the
spot, and modelling is the most efficient way of achieving this.

Full anlaysis of the classroom data will show whether these '"operating principles"
in fact hold good for the full sample of teachers. If they do in fact reflect
general assumptions,concerning the way foreign language learning works in the
classroom, and if they are held by practising classroom teachers, and govern
their classroom teaching behaviour, then these hypotheses, which are very
different from those of psycholinguists and many methodologists, will be

good candidates for further empirical investigation.

[y
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PROLEGOMENA TO A STUDY OF LANGUAGE ACQUISITION IN IRISH

Séamus Mac Mathima

Roinn na Nua-Ghaeilge, Ollscoil na Gaillimhe

Introduction

There has been a growing awareness in recent years of the importance
language acquisition studies can play in increasing our understanding of what
language is and of how it functions. These studies can, and indeed have,
contributed to the perennial debate as to whether humans are born with an
innate language faculty or whether language is acquired through experience
with primary linguistic data. The debate has centred for the most part on the
former as it is now a proven fact that an input of basic data is a necessary
prerequisite to the attainment of language. It is also clear that just as
there are various stages and levels of perception, of information storage
capacity, and of cognitive abilities as the child grows, so are there similar
milestones in the development of lenguage. Furthermore, while strategies
such as imitation obviously play an important role in language learning, the
ability to speak and understand a language involves much more than this. This
paper accepts the proposition that when a child learns a language he succeeds
— by various strategies, albeit — in internalizing a system of rules (a grammar)
which maps thoughts (or concepts) into words in case he is the speaker and
decodes words into thoughts (or concepts) in case he is the listener.

Since language is chiefly used as a means of communicating ideas from one
person to another, it goes without saying that the more we know abcit the
language learning process, the more the benefit that will accrue to society in
general. More specifically, the present paper will furnish some corroborative
evidence for the view that the earlier the child is exposed to primary linguistic
data in Irish and in English the easier it will be for him to become a competent
bilingual. As is well-known, of course, second language teachers and learners
can glean a lot from acquisition studies; in fact, teaching techniques have
been largely based on the insights gained over the years frcm these studies.

It is rather unfortunate in the light of the foregoing remarks that
research into language acquisition in Irish lags so far benind the rest of the
field. It is imperative in the Irish context that we should realize the
importance of such research and undertake to remedy the deficiency with all due
speed. If we do not hasten our step, it may be too late by the time we get
around to it. The slate may have been wiped clean.

The aim of the present paper, which is based on on-going research into
the subject, is to make an initial modest offering in this direction. The paper
will be divided into two distinct but nevertheless interrelated parts, the
first setting the scene for the second. In the first part attention will be
focussed on a particular segment of a Gaeltacht community; an attempt will be
made to assess the present state of the language there among the younger age
groups; and a rough classification of possible informant types will be set up.
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In the second part, after a brief discussion of language acquisition in general,
an enalysis will be made of the speech of two children from the area under
consideration. One of the children was about to begin Stage I when the data was
collected and the emphasis in this particular case is on phonology; she was not
yet at two-word utterances proper. The other child, by way of contrast, was

highly developed for his age and was well into Stage .t Emphasis in this
case is on syntax.

I
The Gaeltacht community under investigation is a segment of the (Cois

Fhairrge district which stretches from the village of Bearna, some four miles
west of Galway city, to Casla (Costello), approximately twenty miles therefrom
along the coast road. In his study The Irish of Chois Fhairrge (19u5), Tomis
de Bhaldraithe was able to make the strong claim that "apart from the street in
the villages of Bearna ard An Spidéal, Cois Fhairrge is practically one-hundred
per cent Irish-speaking”.2 Needless to say, the situation has changed consid-

erably since that time. This has been due to a number of different interacting
factors, the primary ones being:-

(i) the growth of Galway's suburban tail to include the majority of the
stretch from Bearna to Furbo and a deal beyond this;

(ii) closer contact with the city and with outside influence due to the
changing nature of the society and the growth of road and tele-
communication services, the motor car and the television particularly;

(iii) the influx of immigrants, both native and non-native, during the
sixties and early seventies.

In the Survey of the Galway Gaeltacht carried out between the years 13986
and 1969, four districts were studied to ascertain the influence of newcomers.
The areas concerned were Furbo, Spiddal, Killanin and Salerna, the latter two
being in the parish of An Cnoe. The total population of these was 2697 in 1966.
85 adults, of whom four-fifths were female, were non-native, .i. 3.15% of the
population. English was the native language of 83 out of these 85 and over
half knew no Irish at all. 64 spoke English to their children and 69 spoke
English to the native people. When we add children into the reckoning we are
talking about upwards to 10% of the entire language community of the four areas

Stages are defined not so much by age as by mean utterance length. In this
paper I follow Brown (loc.cit.) in taking Stage I to be characterized by an
average length of one and a half to two morphemes. Our first subject (Méadhbh)
was still at the one word holophrastic stage (also called Stage 1 by some
commentators), notwithstanding the fact that sh2 could imitate two-word utter-
ances without much difficulty. Our second subject (Mirtin) was at what I

call Stage 1V here, a stage characterized by four to six word utterances and
containing the structures outlined in the body of the paper in addition to
fairly simple co-ordinate structures and the tag question, raci ea?

Tomds de Bhaldraithe, The Irish of Cotis Fhairrge, p.ix.
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who spoke English as their basic means of communication.3 The same survey
noted that some 835 television licences were held by people in the Galway
Gaeltacht at this time: this is one set per twenty-three persons. The country
as a whole showed a one per eleven ratio at the same time and the latter is a
much more realistic figure for the present state of the Gaeltacht area.

My investigations point to a definite deterioration in the percentage of
Irish speakers in Cois Fhairrge since the 1969 Survey. This has been as a
result of an accentuation of the factors enumerated above. The early seventies,
for example, saw a new wave of immigration into the area as many old emigrants
returned home due to the prospects of work in the native community. And it is
true to say that employment opportunities are much better now than they have
ever been before, thanks to the efforts of semi-state bodies such as Gaeltarra
Eireann — who originally aimed for full employment in the Gaeltacht areas as
a whole by 1986 — and of the local co-operative. The language of the return-
ing emigrant families was in nearly all cases English and this, coupled with
the inflow of personnel (non-natives) attached to the new industries, has been
a significant factor in the balance of power between the two languages. It is
easy to agree with the Committee on Irish Language Attitudes Research (1975)
when they say that "people who were born and reared outside the Gaeltacht are
much less likely to be favourable to Irish as an ethnic symbol and are much
less likely to be committed to its use. They are also much less favourable
towards Irish as it has been taught in the schools. Immigrants into the

Gaeltacht, therefore, appear to be a significant force for weakening the
language there"."

The segment of the Cois Fhairrge Gaeltacht which I am presently concerned
with is the parish of An Cnoc (Knock). It stretches from Spiddal village
(including the townlands of Bothfina and Boluisce) to Teach Mér, approximately
seven to ten miles along the coast road to the west. The parish may serve as
& microcosm of the Gaeltacht in its entirety although it is still stronger than
a number of other such Gaeltacht communities. Irish is the predominant language
in most speech event activities in the parish and is particularly strong in the
home-neighbourhood domain among the older age groups. There is also a high
level of commitment towards the use of Irish, this loyalty being greatly
fostered by the local co-operative (Comharchumann Chois Fhairrge Teo.), by the
local parish council, by the teachers, the church, and by Raidid na Gaeltachta.
Against this, however, we must face the reality of the very strong dynamic being

Prof. Mac Aodha (Director of Survey) does no* quote the 10% figure in his
survey but I have had the opportunity of consulting him on the question and
he takes the figure to be approximately correct, although not scientifically
verifiable. I am grateful to Prof. Mac Aodha and The Social Sciences
Research Centre at University College, Galway for allowing me to make use of
their findings and for permission to publish the map of the four areas under
review.

4 Report of Cormittee on Irish Language Attitudecs (1975), p. 1lO4. For more up-

to-date figures, facts and trends on the position of Irish and English in

Gaeltacht areas, see Hilary Tovey's important article: The Use of Irish in

Gaeltacht Arcas: Maintenance and Erosion, in Teangeolas (Autumn 1977),

No. 6 pp. 15-20.
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produced by English,especially among the younger age groups.

The infant classes in the lational School were split approximately 50:53
between Iish and English when the data for the present paper was being

. collected.? This is nothing exceptional for this parish. If anything, English

is stronger in other Gaeltacht schools. In any event, two important conclus-
ions emerge fron an examination of the speech patterns of children in our
parish; in the first instance, nearly all children are bilingual to some degree
— to a greater rather than lesser degree, I should say — by the age of six

or seven, and it will be argued infra that the process of bilingualism prob-
ably begins at the earliest stage oF language acquisition. Secondly, about
half the children between the ages of two and seven find the reinforcement for
Irish outside the home domain. With respect to these children, it seems that
they acquire their bilingualism more through the co-ordinate mode than through
the compound type.6 This group,generally, includes the children of returned
emigrants and those of non-natives who have taken up residence in the area.
while a certain amount of compound bilinguaiism and code switching would occur
in these households due to the influence of relatives, neighbours, or one or
other of the parents, English would probably predominate in the home neighbour-
hood domain while Irish would be the norm in the classroom, at church, and at
official functions in the parish. Exceptions, of course, occur as in the case
of highly motivated non-natives, who have come to the parish, in order to bring
up thoir families through the medium of Irish. Many natives of the arca who
have never been out of the parish for any considerable period also speak English
to the children in the home domain, so that the overall trend in the finai
analysis appears to be towards the co-ordinate mode with English taking over
the crucial home domain. I allow these remarks to speak for themselves as it
is not the aim of the present paper to suggest any plans of action. My concern
with the evidence at present, for what it is worth, is the extent to which it
impinges upon the study of language acquisition in Irish in the parish and of
the necessity for the researcher to analyse the various groupings of informantso.
Competence in either language will be directly related to the amount of exposure
in the home and among close friends and relatives. As the child increases in
age, the number of possible speech events also increases and this brings him
into contact with more people in the community. He also becomes awarc of the
feelings and aspirations of the community in general and can make intellectual
decisions based on his observations. It should be noted in this respect that
Irish is much stronger among the older children in our area.

Returning to the classification of informants, who will ultimately hecone
bilingual in Irish and English, the researcher should acquaint himself with the
speech patterns of the home domain in the first instance. In our area, for
example, we have the following rough groupings:-

I have been recently informed that the position this year has improved over
last year. Indeed, the school is a veritable breeding ground for Irish
speakers. Vithin six months, children who come into the school with little
Irish, are capable of taking and passing the £10 Gaeltacht grant ewamination,
irrespective of whether they meet the other requirements necessary for the
attainment of this grant. This is an excellent achievement. It is imperative
that the 50:50 ratio be maintained, or the assimilation of the incoming
English speakers will prove impossible.

6 I S , P s
> See Mairtin O MurchG, Language and Community, p. 15FF. 1 am not claiming here

that there are no monolingual children but the point rmust e strecned that oue
would be hard-pressed to find such children over the age of five.

<
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1. 1Irish is the language o. both parents which they speak to the
children. OGrandparents and immediate relatives also Irish-
speaking. Code switching and interference minimal._ Reinforce-
ment of English comes from outside the home domain.’

2. Irish is the language of both parents but they speak English to
children, frequently Irish between themselves and with parents,
relatives and friends. Grandparents of children and immediate
relatives Irish speaking. Competence in Irish dependent on
latter. Reinforcement of Irish may come later from these and
from other agencies outside the home domain.

3. Irish is the language of one parent, English of the other.
Grandparents and immediate relatives Irish-speaking. English
dominant (except among highly motivated parents in some instances)
but code switching common, in extended family situation.
Reinforcement of Irish comes from outside the home domain.

4. Both parents English-speaking. Reinforcement of Irish comes from
outside the home domain. Bilingualism achieved slightly later
in this group than in any other.

Since the children in groups 2, 3 and % speak English for the most part between
themselves, and since there is an on-going shift from group 1 to group 2, it
would appear that the community is on its way to monolingualism in English unless
the trend changes in the very near future. However, as has already been stated,
we are still at the bilingual stage and this fact must play a large part in any
study into language acquisition in Irish.

Earlier studies into bilingualism tended to be primarily interested in
interference or language contact, and concentrated on how bilinguals mixed
their languages.8 Interference has been shown to be a potent :orce in language
change and when it is combined with child language, as is the case in the
majority of my informants, we encounter a most fruitful and stimulating area
of linguistic research. Let us look briefly at one fairly extreme example:

MAIRE

¥4ire, who is a ron-native of the parish, is three and a half years old.
She is already a relatively fluent speaker of English which she has been
exposed to botl. at home and at a day-school in Galway. She has also been
exposed to a iimited but consistent amount of Irish since birth from one of the
parents ashave her brothers and sisters. The latter speak Engiish between
themselves although they have a good grasp of Irish also. The extent of Miire's

I take it that all these rough groupings will have subdivisions. For example,
I include in Group 1 households in which parents speak Irish for the most

part among themselves and to their children irrespective of whether the two
parents are native Irish speakers. Thus I would include Mirtin in this
group. This is, of course, an arbitrary decision; a new grouping could also
be created to cover such subjects.

8 Sce 0 Murch@, op.cit., p.l3ff.
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exposure has not been sufficient for her to acquire the basic syntactic
structures of Irish. She mostly, but not always, imposes Irish lexical items
on to a basic English word order. She does however, have a certain number of
pivot words in Irish which she combines with either Irish or English words.

Her main pivot words are leatsa and mise. Leatsa is used as (a) subject
personal pronoun: e.g. leatsa dana '"you are bold"; (b) object personal
pronoun: e.g. mise mhaith leatsa "I want you", and (c) possessive pronoun:

e.g. nil sin leatsa "That's not yours". She is more likely to place the
substantive verb in initial position if it is negative as in (c) which is
codeswitched with English wording not that yours and that not yours and this
can be compared with utterances like ni mhaith mé leat "I don't like you",

not that yours is a direct translation as it seems from her Irish nfl sin leatsa
and we have comparable substrate Irish syntax in examples such as what for it?
"Céard le haghaidh &2'". Interrogatives are mostly English — where, who's, and
what'(s) although what'(s) is constantly switched with Irish céard: e.g.

céard & sin?, whats & seo (sin)? 1 have also noted the following examples from
her corpus: who's & sin school?; where is leatsa?, and where leatsa anois?

The foll-owing examples with mise as pivot have been recorded: mise have pockets;
mise can't walk; mise mhaith le page. Much more could be said about Miire's
speech put the following example showing the logicality of her system will have
to suffice for the present: mise mhaith le talk with leatsa again.

We shall proceed now to our next chapter in which something will be said

about language acquisition in general and in which two case studies will be
discussed.

i1

The onset of language occurs at about the same time in every healthy child,
beginning at approximately eighteen months when he starts to join two words
together. Before this, however, he has already gone through a number of stages,
which usually overlap, cooing, babbling, and use of single words from about
the twelfth month on in some instances. In the neoratal period, the sounds
produced by the child are as a result of changes in his physiological and
anatomical structure, and particularly of the mechanisms of respiration and
phonation. During these first months, cries, coos and chuckles are the order
of the day. As he matures, his physiological structure also changes and this
enables him to increase his sound repertory. Babbling with consonantal sounds
begins usually in the sixth month. It starts with single syllable utterances
but quickly moves to a stage characterized by the repetition of the same syllable
until finally long sequences of :'. ‘ags.are produced, with varying intonational
patterns. It overlaps with the cuc worZ stage in most instances and may indeed
continue a little longer. The babbling period usually ends, however, by the

Méire never uses lLeatsa in the meaning 'with' although she clearly knows

that it can be equated with that English preposition; nor does she use it

with certain verbs that normally require it. For example, her talk with
leatsa underlines this point nicely as she has in this case imposed an

English wordingon an underlying Irish structure: caint/labhairt le.

She has already overgeneralized most.generously but if she allowed herself
such structures as mise mhaith le labhairt le leatsa she would soon generalize
her vocatulary out of existence.
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time the child is eighteen months old. Although there appears to be some doubt
as to the significance of the babbling periocd for the learning of a language's
sound system, there is no doubt as to the fact that the child is using
phonatory and articulating organs — and is also producing certain sounds —
which he will later uses in the production of the sounds of his native language
or languages.

/
Acquisition and Development of Phonological Systzms

Lewis (1936) and Kaplan (1969) have claimed that the child begins to
differentiate between intonation patterns by the eighthmonth and that he is also
able to imitate his parents'patterns around about the same time. The association
of these patterns with specific situations can be said to lead to the use of
words as responses to parental or adult speech. It appears to have been gener-
ally accepted and corroborated then that the child has certain prosodic features
of language before he develops his phonological system proper. His imitation
of the sounds of adults, especially of the mother, leads eventually to single-
word utterances, although it should be added here that the first word may not
be a direct imitation but may be due to the child's juggling with certain sound
patterns until he arrives at one that has some semantic content for himn.
Imitation, however, clearly plays a major role in the acquisition of the sound
system of a language, and while one might not agree entirely with fry's (1966)
account of what is involved in acquiring a new word, he cannotr be far off the
mark:

First, the baby hears a group of sounds asscciated with a
given situation; second, he learns to recognize the sounds;
third, he makes his own attempt at reproducing the word, at
first without associating it with the situation; fourth, he
says the word in the situation in order to call forth a
response; fifth, he changes his own utterance to make it
match the pattern he has heard in order to obtain more
certain and more satisfactory responses; sixth, he continues
the modification process until the word gains the desired
response from all listeners in all appropriate situations.

The phonological system of a language is acquired by degrees and is usually
complete by the age of six or seven. In the earliest utterances, only two or
three phonemes are involved. The orde., in which the phonemes are added depends
on their relative articulatory difficui.v and or their informational loading.
The latter point is ‘important, because n order to decode the sounds the child
must do more than simply imitate; he must learn which sounds signal a difference
in meaning. Inductive intellectual reasoning and imitation are prerequisites
then to the acquisition of the phonological system of any human language.

10 It should be clear here that the imitation and reinforcement thesis concern-

ing the acquisition of phonology is not the one being advanced in this

paper, although it could be argued that fry's account appears to accept

that hypothesis. However, Fry has other things to say about the question

and no-one would seriously dispute the view anyway that imitation is an
important strategy in the acquisition process. There is a strongly held

view that phonology is acquired according to the systematic application of
phonological rules. This is no doubt true buc the question arises as to when
the child actually begins to form such rules. Does imitation precede the
differentiation between,say, distinctive feature bundles and redundant
features? Sce Jakobson (194l) on the distinctive feature theory hypothesis.

K5
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We shall now proceed to our first informant in this chapter. We will be
concerned with a number of things in this discussion but particularly with
how her phoneme inventory tallies with that of other children, whose
acquisition and development of phonology has been studied in monolingual
communities. It is held, for example, that the child will probably have
eight to ten vowels in his vowel system, including one or two diphthongs, by
the age of eighteen months. How about Méadhbh?

MEADHBH

M&éadhbh, who was eighteen months old when the following data was collected,
is a native of the parish of An Cnoc. Both her parents are native Irish
speakers, one born and reared in our parish, the other from an Irish speaking
parish to the west. Close relatives live nearby and one grandparent lives in
with the family. The child has a number of brothers, all older and of school
going age. Irish is the language of the home domain but all the family are
bilingual. M8adhbh fits nicely into group 1 of our classification outlined
above. It might be added here that there is a television in the house which
gets a number of contact hours per day.

The data below is based on personal contact, on information supplied by the
mother, and on tape recordings made by the mother and father with the child at
my request. Monologues have not been recorded. Four extracts from her corpus
have been chosen and we will deal with each of *these in turn.

Extract 1

In this first extract three vowel phonemes occur, /a/, /i/, and /o/;
some short, others long, one diphthong /ai/ (with long /a/), and two consonants
/b/, and /d/. MNote that the mother is going through the English alphabet /a:/,
/bi:/, /si:/ etc. and that the /d/ is of the English variety. The dialogue,
if we can so call it, — and I think we can, — had already begun when the tape
was switched on. Méadhbh's initial sa:/, /bi:/, /a:/ shows that she has success-
fully imitated the opening cues. Despite the following cues of the mother,
however, she practises (?) certain sounds of her own, namely /a:/ and /o/, before
taking the /di:/ cue in hand with intensity and effort, the /d/ being heavily
loaded: (In the following Méadhbh is abbreviated M and O stands for mother).

|=

/as/, /bi:y/, /a:/ 0: /bi:/

M saz/ Q: /bii/
M jaz/ 0: /sii/
M:  jaxi/, /aii/ 0: /sii/
M /o/ 0: /di:/, /abir’di:/
H: [d"i:h] 0: /i
H: /o/
%

O

EHQJ!:‘ /-
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Extract 2

In this extract a new vowel, /e:/, is added and it is combined directly
in the word /be:bi:/ which was the first occurrence of a word in this particular
recording. The child appears to be practising short and long varieties of
certain vowels here, notably /i/, /i:/, /o/, and /0:/, and these she uses in
various combinations with the consonant /b/. Of particular interest is her
word (?) /o:bih/. It is to be noted that she has clearly taken the initiative
from the mother whom she cues for /i:/ and /o:/ and that, when the first word
proper appears, it is not a direct imitation:

0: s/a’as/ M: Jo:/

0: /d‘as/ M:  /o/, /bih/, /bi:/
0: /i:/ M: /o:bih/

0: fo:/ ﬂ: /bi:/

0: /bi:/ M: sa:/, /bih/

O: /a:/, /bi:/ M: /be:bi:/

O0: /be:bi:/ M: /o:/

0: /o:/, /be:bi:/ M:  /be:bi:/

0: /be:bi:/

Extract 3

This extract has been chosen for the following reasons: the use of
English /d/ in the words /de:rd¥s/ and /do:di:/ (pet name for Déirdre); the
introduction of the new phoneme /x/ which, if my ear doesn't deceive me, is
of the retroflex variety in its second occurrence in the word /de:rdY¥s/; and
the imitation of the word /bo:/ which occurs ten times in succession:

0: /taig’/ M: /de:xdrs/
0: /do:di:/ M:  /do:di:/
0: /dadi:/ M /baba/

0: /baba/, /ka:wil’ baba/ M: /be:bi:/

C& bhfuil baba? -

O: /be:bi:/,/ta: baba aNfin’/ M: /be:bi:/
Ta baba ansin.

O: /be:bi:/. /a: bo:/ M: /bi:h/
(b heavily loaded;
There is a pause between
/a:/ and /bo:/ also).

0: /bo:/ M: /bo:/
2: /boi/ My /boi/, /bo:/
0: /bo:/, /fin’ bo:/ M:  /bo:/
0: /bo:/ M:  /bo:/
/..

87
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Extract 4

In the following extract the vowel /u:/ and the consonants /§/ (which
appears to be acquired before /s/), and /n/ are added to the phoneme inventory.
Note also here the use of the negative verbal response /no:/:

/du:n suas/ M: /fu: Jusi/
/du:in suas/ M: /no:/

/no / (with rising
intonation);
/du:n suas/ M: /no:/

REMARKS

In all the recorded material from Méadhbh, I have counted some seven vowel
phonemes including the central /»/ vowel, one diphthong, and at least ten
consonants. Her vowels are /i/ /e/ /a/ /o/ /o/ /u/ /3/; the diphthong 1s /ai/;
and the consonants include /b/ sd/ sa°/ /dz/ /p/ /w/ /£/ /x/ /n/ /57 (and
possibly /t/ and /g/ if her mother is right in saying that she can pronounce
Tadhg). One should also include /h/ and the semi-vowel /w/ in the reckoning.
She has also learned something about the restrictions placed on the distribution
of phoneme sequences. For example, she used the sequence /pw-/ on a couple of
occasions, but was corrected each time with the effect that .she discontinued
using it.

Méadhbh's lexicon includes the words Mammy, Daddy, Dody, Diddy, baby, baba,
George, wuffi and no to name but a few. She can imitate the phrases shut up,
dim suas, oiche mhaith, and suigh sfos, and has probably in the region of
twenty to thirty words all told.

What emerges from this cursory look at Méadhbh's speech is that she would
seem to be in the process of acquiring the basic units of the phonological
systems of both Irish and English. This is apparent from her actual corpus
of sounds, from the method of instruction on the part of the mother, and from
the fact that her lexicon is fairly equally divided between the two languages.
If she possesses a grammar at this stage, then it is a holophrastic one in the
sense of Piaget, that is to say, words are taken to function as predications
in that they assert or affirm something. It would be necessary, of course, to
take into account the context in which her words are spoken as in Bloom (1970),
if this were an in-depth study of Méadhbh's cognitive and linguistic ability.
This is something, however, which has been left aside in the present paper since
the aim has been to focus attention on the acquisition of phonology in the
first instance. ! It may be finally added here that while one can hardly speak

11 As the extracts in the present paper show, Méadhph's single word utterances

convey more than simple labelling. Her response to the command dtn _suas is
conclusive witness to the fact that when she says EQL’ she means, 1o, 22
dhfnfaidh mé suas (no, I will not shut up), or something of the sort.
Moreover, her affirmations and retorts in Extract 3, for example, are more
involved than might appear at first sight. See Cromer (1974), p. 20u4ff.,
for discussion of this topic.
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of bilingualism in the normal sense, in Méadhbh's case at this point of time,
I should think it is nevertheless clear that the phoneme inventory which she
is now acquiring will stand her in good stead in becoming a competent
bilingual later on.

EARLY GRAMMATICAL STRUCTURE

A number of recent detailed longitudinal studies of the early grammatical
structure of children's language have been made and researchers have attempted
to write grammars, which would generate the possible utterances of the child,
at different stages of development. There appeared to be a great deal of
similarity in the records at the two-word utterance stage and two proposals
were made to account for these. Brown (Brown and Fraser, 1963; Brown and
Bellugi, 1964) used the term telegraphic to characterize two-word stage speech,
while Braine (1963) and Miller and Ervin (1964) constructed what they termed
pivot grammars. With respect to telegraphic speech Brown based his proposal on
the analogy with adult language in telegrams, that is to say, only essential
information necessary for decoding the message is given. He divided his
grammatical categories into two classes, namely contentives (nouns, verbs, and
adjectives)} and functors (inflections, prepositions, conjunctions, auxiliaries);
the former contains many members while function words are few and are frequently
omitted. The pivot grammars are likewise divided into two classes of words:
pivots (P) and an open class (0). Pivot words have high frequency (like
contentives), have a fixed position, do not occur in isolation, and do not occur
in combination with each other. OCpen words, on the other hand, can occur in
any position, in isolation, in combination with any pivot or with each other.

The recent studies of Bloom (13970), Bowerman (1973), and Brown (1973) do
not bear out the claims of pivot grammar in particular. It has been shown that
pivot words do occur both in combination and in isolation; that more than two-
word classes occur at this early stage; and that children use the dominant werd
orders of their languages to express semantic functions. It is not my ihtention
to dwell on this crucial two-word stage in this paper but researchers into the
topic in Irish should bear in mind the very strong possibility that the
acquisition of syntactic structures — of language, if you will — is dependent
on the prior acquisition of certain cognitive abilities. In other words,
semantics takes precedence over syntax.13

We proceed now to our next informant from the parish of An Cnoc.

12 - . . .
I am overgeneralizing here to a certain degree in two respects. TFirstly, by

taking it that the corpus provides sufficient evidence for assuming that
Méadhbh has acquired approximately the same number of vowels as have other
children who have been studied in differing language communities. It is quite
conceivable that she has more than seven vowels but that tney have not

turned up in our samples. (Back /49/, however, is notable by its absence).

In the second place, the gegneral hypothesis forwarded here that the bilingual
process begins '1 the very initial stages of phonological acquisition is
based speci® .ly on an analysis of Méadhbh's speech although it can be
taken witho surther ado that the same would be true for children brought

up in homes in which code-switching takes place. Group 1l type children are,
at any rate, the most interesting in tais :espect and the hypothesis should
he easily testable on them.

13 This is not to say that language dces not have its own dynamic. On the
contrary, certain linguistic capabilities are essential in order to be able
to express meanings that have already heen acquired. See Cromer (op.cit.),
F. 243ff. on this.
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MAIRTIN

Our discussion of Miirtin's speech is based on data collected when he
was 33 months old, that is, some fifteen months older than Méadhbh. M&irtin's
father is a native of the parish of An Cnoc; his mother is a non-native of the
area who has learned Irish as her second language. Grandparents and close
relatives of the father live close at hand and the boy spends a fair portion of
his time with them. He also fits into our category 3 (see footnote 1l). His
linguistic development has been rapid with Irish dominating in the home domain
despite a certain amount of code-switching with English also. He was already
producing five to six word utterances when my recordings were made. There is
apparently no question of a pivot type grammar being involved here since we
are clearly dealing with the grammatical categories of adult grammar for the
most part. However, he still does on occasions use two-word utterances to
express his views on various situations, and it is usually fairly clear from the
context what he has in mind. For example, on one or two occasions while himself
and mother were involved in conversation (commenting on pictures in a book),
father entered and attempted to take over the role of interlocutor.. The child
was having none of it and informed father quite curtly sin Mamai (1lit. that
Mammy) which could be expanded as déanann Mamai (¢) sin (Mammy does that) or
perhaps as that book and what it involves has to do with Mammy / is Mammy's.
Again, when he wanted Mammy to speak to him on another occasion he simply said
Mamai aris (lit. Mammy again) but expanded this a couple of seconds later

himself as Beidh Mamal ar ais aris (lit. Mammy will be back again) which could

convey the meaning J want Mammy to come back again or Mammy must come back again
or Let us have Mamny back again.

Closely allied to this fairly sparse use of sentence words is his handling
of function words, the article and prepositions in particular. He frequently
omits both although it appears that he has a rule which allows him to either
use or leave out the article as he wills, e.g. c4il mue? {where is the pig?),
céil cata dearg? (where is the red cat?); sin an bada mér (that is the big boat),
sin an fear mbr milteach dana (that is the great big bold man). Although he
understands a number of other prepositions he uses oniy two consistently,

1 'in' and ar 'on'. The former is always combined with the article usually in
the phonological shapes of sa (sa siopa) and isa (isa mbad),these being also
used for the indefinite form Z(n) and sometimes for ar also.l* The following
show his omission of certain prepositions:

(i) t& mé dul Mamé anois (I'm going to Mamd now);
(ii) NIl mé dul toilet (I'm not going to the toilet);

(iii) ta siad sin ait incint (They are somewhere/sentence
repeated by mother as:
té siad sin in Git éicint).

l .
L One instance each of san and insan have been recorded, both before vowel

sounds and both in non-imitative contexts: T4 siad san abhainn/Crann insan
fharraige. lote that in Brown's data only in and on were used sufficiently
frequently in English at the early stages to be analysable.

See Cromer (op.cit.), p. 211ff. for discussion.
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Méirtin also has a rule which allows him to omit the substantive verb in
the present tense. For example, consider the follow1ngexcerpt from a conver-

sation between himself and his mother concerning a giant in the picture book:
(M: stands for Miirtin, O: for mother):

0: Cén t-ainm atd air? M: & déna.
0: Sea, sin an fear déna. M:  Sea.
0: Cén t-ainm atd air? H:  S& mbr.
0: T& sé mbér. Cén t-ainm
atd ar an bhfear mér déna? M: T4 sé dima.
0: T&; fathach, nach ea? M: Sea.

A number of further instances of the same phenomenon occurs in the recordings
and I thirk that we can cover his uses of the substantive verb and the article
by assuming that he has a rule such as the following in his grammar:

S — (V sub.) + (Art) NP + Adj./Prep. PhraselS

At the earliest stage verbs are not marked for tense — durative present,
future, past — although the situational context has led researchers to believe
that such meanings are indeed present or intended in children's two-word utter-
ances. As regards Mairtin, he often marks present temporary duration by using
the verbal noun, sometimes preceded by ag, sometimes not: Céard t& sé dhiana?
(déanamh); t& m> ag diana rud eile; ta& s& a splashbil etc. Intentionality or
imminence is usually expressed by g'iarra (ag Zarraidh) or dul. He has in
addition mastered the future tense of the substantive verb as can be seen from
the following extracts:

0: Bhfuil tG a dhul sios go dti Mamé amdireach?
¥: Betidh mé.
0: Cé eile bhéas ann?

..,

74 mé dhul Hamd anotis.
Compare the above with this piece; (father (F) talking to Mirtin):

M: Sin Mamai aris.
r: 0, ar ball, beidh Mamai ari:, againn, sea.
M: Sea.
F: Méirtin
M:  Beidh Mairtirn air ambrach.
I have no instance of the past tense being marked but this could be due

to a lack of material. HMHoreover, he has not mastered the future tense suffixes
and endings of other verbs as yet although he recognizes them when addressed,

=5 If cspanded in full this rewriting rule (for such vules, see Chomsky, 1965)

would zenerate structures such as (i) 74 an j?ar mor déma and (ii) T4 an
_£3Q2_3J2~jﬁdrraz7‘. The expansion ART + NP + Adj./Prep. Phrasc has not been
recorded in Mairtin's corpus (that is, a structure like “an cramn san
jharraige) and there may be sone constraint at work here. NP (~ART) + Adj./
Prep. Phrase is, of course, common, e.g. crann sar fharraige/sé dana etc.

Qy....
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He differentiates at all times between the substantive verb and the copula,
no and niloccurring in free variation as negative of the former. It is worth
noting also that sea and ni hea are used as responses not merely to copula
type questions but also to other verbs. Perhaps this potent use of the forms

in child language has something to do with their development into yes/no
equivalents.16

Mdirtin is presently at the stage of acquiring the construction T4 X ag Y.
In the earlier recordings he clearly had difficulty in understanding the
construction as witness the following:

Bhfuil cat ag Miirtin? M: Eh!
Bhfuil cat ag Miirtin? M: Eh! Ab!
Bhfuil? M: O! Ah! TA.
And later:
0: An bhfuil cat dearg ag Mamé? M: T4
0: Nil.
Compare with this still later extract:
0: Is cad & sin. M: Teddy.
0: Teddy. C4& bhfuil Teddy? M: Sin &.

0: Sea, c& bhfuil sé&?
Cad é an rud sin? M: T4 sé& Aoife.
0: T&, ti an rud sin ag Aoife ’

allright. Cad &2 M: Sin & — ag Aotfe.
0: T& an rud sin ag Aotfe
allright. Cad &? M:  TA.
O: Sin dribbler, nach ea? M: Sea, dribbler — Aoife.

0: 7T& dribbler ag Aotfe.

To go into a lengthy discussion here about the construction T4 X ag Y on the
one hand, and Zs le X Y on the other would take us beyond the scope of the
present paper. In any event, MAirtin does not as yet according to any data
have the structure is le X Y. On the other hand, however, it is equally clear
that he can express the concept by using other structures, for example, by
combining two noun phrases as in cat Mamd (Mamd's cat).

It would seem that transformations occur at a fairly late stage in child
speech and this rather superficial study of one child's speech in Irish appears
to bear this out. The question demands a much more detailed analysis than can
be allotted to it here. The present paper will suffice with just one clear
example from Mdirtin's speech. It turned up in a copula classificatory structure
and was creative and non-imitative in the context, which goes to show that
Miirtin had incorporated it as a rule of his grammar:

16 cee Micheidl O Siadhail (1973) on this topic.
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0: Agus cad é sin?

M: Muc.

0: Ay!

M: Sin muc a cola (= Sin muc ina codladh)
0: Is cén t-ainm atd air sin?

M: Muc a cola & sin.

This is as a good a point as any for us to close this survey of Miirtin's
syntactic development as the acquisition of this particularly productive
transformation in Irish — in conjunction with what has already been said about
his speech patterns — demonstrates that he is well on his way to becoming a
fluent and competent speaker of the Irish language. Like transformations,
morphophonemics are also acquired quite late but this final excerpt from a
conversation between father and son serves to remind us that syntax and
phonology should not be divorced from one another:

F: C&il Beairtle?

M: T& sé thios sa teach.

F: Cén teach?

M: sa teach.

F: Is ci bhfuil s&? Ina shui sfios sa gcathaoir?
M: sa cola.

F: 0, ina chola. Cén &it?

M: sa cathaoir.

F: sa geathaoir né sa leabhar?

M: nd ... sa geathaoir.

F: T4 s& ina chola ar alr) geathaoir.

0
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REMEDIAL LINGUISTICS

Fidélis Mac Einri

Dublin College of Speech Therapy

Introduction

This lecture is addressed to several groups of people, to those of you
who are concerned with the remediation of speech and language disorders, to
those of you involved in various types of first-language teaching, and to
those of you who are interested in clinical work mainly insofar as it provides
data for evaluating various theories in linguistics.

Remedial linguistics can be tentatively defined as a branch of applied
linguistics which aims to provide practical guidelines for assessing, diagnosing
and treating speech o¢nd language disorders. It is related *o those branches of
applied linguistics dealing with the learning of first and second languages by
normal children and adults but differs from them in several ways. First, it
deals with a very specialized form of first-language learning by those who are
unable to learn their first language in the normal way or by those who have to
reacquire it or retrieve it. This group of people I will call patients for the
present, that is, children and adults referred to the clinician. Second,
remedial linguistics focusses on the individual patient, not on groups. Third,
it tries to account for acquisition and dissolution of language in terms of
anatomical, physiological and neurological correlates.

Remedial linguistics can be distinguished from clinical linguistics. The
former is poised between the academic search for greater insight into the
nature of human language and the prastical alleviation of disorders of verbal
communication. The latter is a branch of theoretical linguistics, whose aim is
to describe and explain the nature of language as revealed by clinical data.

Although linguists such as Jakobson (1877), are interested in the theoret-
ical implications of clinical data, very few of them ha.e provided specific
procedures to help the speech therapist or the teacher of the deaf in the clinic
or classroom. Speech pathologists are more aware of the contribution of linguis-
tics to their work. One example is Lee (1974), who has provided clinicians with
a very useful assessment procedure for children's acquisition of grammar called
"Developmental Sentence Scoring". Russell, Quigley and Power (1976), is another
example of how useful linguistics can be in the description of the language of
the hearing-impaired. One group of linguists who make a practical contribution
are Crystal, Fletcher and Garman (1976). They have provided a linguistically
principled procedure (LARSP) for assessing grammatical development in children,
and have also indicated techniques to be used in remediation.

According to Corder (1973}, there are three orders in the application of
linguistic theory to language teaching:-

(a) description;
(b) selection;

(¢) c<rganisation and presentation of syllabus and teaching materials.
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Corder's distinction between these orders of application is useful in the
context of the type of language teaching that occurs in the clinic. In this
lecture only the first two orders of application will be discussed. The third
order, that dealing with the syllabus and teaching materials, demands the close
co-operatior. of many specialists. Remedial linguistics must come to the aid
of the psychologist by specifying the language component but must be aware of
the various learning and teaching strategies involved in the acquisition and
reacquisition of a first language. Just as there are many kinds of second-
language learners, so also there is great variation in the ability of first-
language learners. In the planning of teaching materials, remedial linguists
must also take into account the world of social interaction. The patient must
be able to talk to his family, his peers, and all the members of the speech
community around about him.

Description

The first order of application of linguistics to remediation is description.
A linguistic theory is applied to the data uttered by the patient and gives a
description of these data, which serves as a basis for assessment and remediation.
However, a description of the patient's utterances is not enough in the work of
remediation. Two other kinds of description are necessary: a description of
normal adult language and a description of normal language acquisition. Each of
the three descriptions must be relevant in the clinical situation and compreh-
ensive enough in its coverage to be useful to the cliniciaen. Each of the
descriptions should consider language as a set of forms used to convey meanings
in social interaction.

Until recently linguists were very much concerned with the description of
forms. Descriptions of normal adult language neglected to specify the mean-
ings of forms described. With the advent of a greater interest in semantics,
linguists began to pay greater attention to the relationships between forms
and their meanings. A more recent trend is for linguists to show interest in
the way that forms and their meanings are used in the complex interplay of
participants in conversational interaction.

Normal adult language description

A description of normal adult language is necessary in order to assess the
extent of the advlt patient's deviation from normal verbal competence and
performance, and in order to provide a realistic target for remediation purposes
so that the patient becomes, if at all possible, a fully fledged member of the
adult speech community. Such a description is also necessary in the case of
clinical children, because they too must eventually reach the same language
maturity.

As Crystal (1972) mentions, there are a number of descriptions which give
a fairly straightforward inventory of the facts about the sounds, grammar and
vocabulary of adult language. Such descriptions, however, contain a wealth of
material that may be quite irrelevant to the clinician. In phonology, for example,
detailed descriptions of vowel variation in regional and social accents may not

7..0..490
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be entirely relevant except to make the clinician aware of the complexity of
normal language variation.

What is needed is a clinically useful description of adult language so
arranged as to reveal patterns of interest in assessment and remediation, a
description that is based on a linguistic theory sensitive to clinical data.
One such example, for adult grammar, is that of Crystal, Fletcher and Garman
(1976), who give a very useful fourteen-page summary of the main points of
adult grammar.

Normal language acquisition

A description of normal language acquisition is necessary in order to
provide norms for assessing the language-disordered child. Normal children
g0 through different stages in the acquisition of the sounds, grammar and
vocabulary of their native language. Language learning takes time. A descrip-
tion of each of these stages for each of the major components of language is
needed as well as an indication of the length of time taken by the normal child
at each stage on the route towards maturity. Once the stages are explicitly
stated, assessment procedures can pinpoint where exactly the clinical child has
arrived and how far he is from normal development. It follows that remedial
goals can be much more precise.

The presumption is, of course, that the clinical child will learn his
language in due course by following the same path as the normal child. This
may not be the case. Hopefully, too, we are right in presuming that the adult
patient can relearn or retrieve his language by passing through stages similar
to those taken by normal children. This may not be necessarily true.

There is need for an increased understanding of how adults keep on acquiring
their language as they grow older. Such knowledge of the learning strategies
used by them could help in planning remediation programmes for clinical adults.

Hittler (cf. Berry, 1976) has stated that despite all the research on
child language, there is little interest shown by researchers in the kind of
inform~tion required by the first-language teacher. A fully comprehensive
description of the stages of normal language acquisition does not yet exist.

An adequate description of child language must show how the child acquires
the ability to use forms and meanings in a socially acceptable way when in
interaction with children and adult=. Assessment and remediation involves all
three aspects of development: forms, meanings, uses. Bloom and Lahey (Forth-
coming), as reviewed by Berko-Gleason (1977), take all three aspects into account
in their description of child language. It is of little use to the child to
teach him the negative forms no and not unless he is at a stage in semantic
development when he is able to understand the meaning of negation and wants to
express it. Teaching him the socially apprnpriate ways of expressing negation
can be efficiently done only when he has reached a certain stage in the
socialization process.

A description of child language must be relevant to the needs of the
clinician. The theoretical linguist, fascinated by the intricacy of verb phrase
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development in children, may be carried away by the nore interesting details in
the later stages of such development and may neglect the more clinically relevant
earlier stages. He may propose five stages as follows:-

Stage 1: Main verb on its own, e.g. He watches.

1

Stage 2: One auxiliary and main verb, e.g. He will wateh.

Stage 3: Two auxiliaries and main verb, e.g. He should have watched.
4

Stage 4: Three auxiliaries and main verb, e.g. He should have

been watched.
Stage 5: Four auxiliaries and main verb, e.g. He should have
been being watched.

The clinician, however, is mainly concerned with the initial stages of verb
phrase development and needs far more detail about these stages than is avail-
able at present.

Description of the patient's idiolect

A description of the patient's utterances is required at regular intervals,
initially for assessment purposes, and at various points in the remediation prog-
ramme to evaluate the effectiveness of the intervention.

Mot only must the patient's expressive abilities be studied and a descrip-
tion made of the corpus of his utterances, but his language comprehension must
also be investigated in order to determine how much he understands of the language
used in his environment.

Descriptions will vary from patient to patient and will naturally depend
on the type of disorder. In remedial linguistics the patient is not regarded
as a representative of a speech community, as a typical informant along tradit-
jonal lines, who sums up in his speech the patterns present in the speech of
other members of his speech community. If each patient differs, then not only
must a description be made of his own idiolect, but at least part of the remed-
iation programme must take his individual needs into account. Both descriptions
and remedial guidelines, for the present at least, must be patient-specific.

There are very few linguistically adequate descriptions of patient idiolects
available. Those that do exist are only partial descriptions and are more
concerned with the application of some linguistic theory to a corpus of utterances
in order to show the usefulness of such a theory, than they are with the useful-
ness of such a description for remedial purposes. Furthermore, they are
generally descriptions of expressive abilities.

According to Crystal, Fletcher and Garman (1876), seven stages can be
distinguished in the remediation of grammar:-

1. Gampling;

2. Transcription;

3. Grammatical analysis;
4, Structure count;
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5. Pattern evaluation;
6. Statement of remedial goals;
7. Statement of remedial procedures.

These seven stages, mutatis mutandis, can also be distinguished in the
implementation of other procedures such as the remediation of phonological
problems. The first four stages belong to the first order of application,
namely, description.

Sampling

The sample of both expressive and receptive abilities must be respresent-
ative of the patient's general verbal competence and performance. It must also
be adequate as a basis for the type of trecatment envisaged.

Methods of obtaining speech samples to assess the child's command of the
sounds of his language are critically evaluated by Ingram (1976), who classifies
them into three main kinds; naming methods in which the child is asked to name
objects, pictures, etc., and finally spontaneous speech samples in which the
child is allowed to talk freely.

The role of remedial linguistics is to indicate the areas of phonology to
be assessed: the system, distribution and realization of phonemes, stress,
intonation and the phenomena of connected speech.

The child's command of grammar can be assessed by using elicitation tech~
niques such as phrase repetition or sentence repetition, or by sampling spontan-
eous speech in conversations. According to Crystal, Fletcher and Garman (13876),
a thirty-minute sample of the child's spontaneous speech is quite adequate.

Care must be taken, however, to ensure that the child is not inhibited by factors
in the clinical setting which reduce the amount of spontaneous speech he utters.
Social interaction often demands the abolition of silence in conversational
encounters. Because of this, there is a great temptation to fill in for the less
talkative or silent partner. This attempt to reduce the intervals of silence

may lead to what has been called '"turn grabbing'" on the part of the clinician
taking the sample and so bias the results. Written transcripts of clinical
sessions, in which the utterances of both the patient and the clinician are
found, may lead to a greater awareness of the tendency we all have to speak for
the patiznt, when we should allow him more time to express himself.

There are various types of conversations even in the clinic. Conversation
abcut toys may bring out the child's fluency more than talk about pictures. The
immediate play-situation may lend itself to one type of conversation, whereas
a discussion of the child's activities outside the clinic may lead to a different
type of interaction between clinical child and speech therapist.

Methods of obtaining samples of adult speech vary. Traditional sampling
by remedial personnel has been criticized by Jakobson (1977). Preliminary
medical sampling for certain types of adultpaticnts consisted in as''ing questions
and giving directions such as the following:

/...
100
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What's your nome?
Where do you live?
Say the Lord's Prayer.
Count from one to ten.

Name the following objects....

Jewesbury gives a recording of dysarthric patients repeating complicated
tongue twisters such as:-

"Eleven benevolent elephants made a preliminary

investigation at the Methodist Episcopal Hospital".

There are two important considerations here. One is that repetition on demand
happens to be only one type of verbal bhehaviour and is not representative of
the general verbal behaviour of the adult. Another point is that nobody talks
to a doctor the same way he talks to his family and close acquaintances. The
spontaneous speech of the patient, when at ease in social interaction with his
peers and friends, must also bo sampled in order to have a more accurate
collection of utterances.

The type of disorder wili also dictate the type of sampling procedure to
be followed. The stutterer differs from the dysarthric patient, so the sampling
procedures shouid differ as well. For the stutterer an adequate sample could be
a few hundred words of solo speech, a few hundred words of conversation and a
few hundred words of reading.

Transcription

Once a representative and adequate sample of the patient's specch has been
cbtained it has to be properly transcribed. A readable and accurate transcript
is needed so that the clinician can see at a glance a visual record of the
patient's speech without having to weplay the tape recording. Details of good
transcriptions are given by Ingram (1976), and Crystal, Fletcher and Garman (1976).

Analysis of samples

Consider the following speech samples from a five-year old child referred
to a speech therapist:

shoe /fu/ pronounced as [du]

boat /bot/ pronounced as  [bo]

plane /plen/ pronounced as  [ben]

rose /noz/ pronounced as [no]

200 /zu/ pronounced as [du]

coat /kot/ pronounced as [do]
[

1 l‘l;,'
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bat ‘/bat/ pronounced as [ba?]}

room  /rum/ pronounced as {Jum]

A small speech sample such as the above, in which eight adult words are pronounced
by the child, can be analysed in various ways. One type of analysis is to

examine the sound substitutions, omissions, distortions and metatheses found

in the child's pronunciations. It is clear in the above sample that there are
many sound substitutions, a number of omissions of final consonants and no
distortions nor metatheses. Another analysis would pay greater attention to

the number of phonemic contrasts signalled by the child. One such adult contrast,

the distinction between shoe and 200 is not signalled at all, both words being
pronounced [du].

A third way of analysing the speech sample is to examine the phonological
processes used by the child (Ingram, 1976). Notice the following:~ '

1. Consonant cluster reduction, e.g. /pl/ as [b].

2. Deletion of certain final consonants, e.g.
nose as [nol; boat as {bo]l; coat as [do}.

3. Stopping, e.g. /z/ pronounced as [d] in zoo.

4. Fronting, e.g. /k/ pronounced as [d] in coat.

In the case of the clinical child, comparison must also be made between that
child's utterances and those expected from a normal child. Is it normal, for
instance, for a five-year-old child to use the phonological processes of simplif-
ication discussed above? Most children by age three have acquired the ability

to pronounce word-final consonants in CVC structures.

Once these systematic comparisons have been made, there can be a selection
of those items which have to be learned by the patient and taught by the clinician.
The patient cannot learn all the items immediately nor can the clinician be
expected to provide instant remediateion of all problems in one clinical session.
However, there must be some explicitly principled basis for such a selection.

Several criteria for selection are mentioned in the literature on applied
linguistics and second-language learning (Corder, 1973). These could be applied
also to this type of language learning.

Usefulness to the learner is one such criterion. Those forms should be
selected which are most useful to the patient. Given the seven phonological
processes operating in the five-year-ola child's speech sample above, the process
most useful should be selected first for remediation. Stopping is one type of
simplification, which greatly increases the number of homophones used by children.
Should this process be the first to be eliminated? Or should one focus attention
on prevocalic voicing, which is also a source of a large number of homophones?

The reduction of many CVC-type syllables to CV-type syllables is also high on

the list of priorities, as this too reduces the number of distinctions between
words.

5. Prevocalic voicing, e.g. /k/ as [d] in coat.
6. Glotalling, e.g. /t/ as [?] in bat.
7. Palatalling, e.g. /x/ as [j] in room.

1 (/'.(;. .
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Apart from the qualitative analyses mentioned above, there is a need for
a quantitative analysis as well. For instance, there are three occurrences of
word-final /t/ in the adult words given above, in the words boat, coat and bat.
The child omitted the final consonant in his pronunciation of the first two words

but substituted the glottal stop for the adult /t/ in his pronunciation of bat
as [ba?].

Consider the following sample of grammar from a four-year-old child referred
to a speech therapist:-

1. Boy ball window. = 'The boy kicked the ball through the window').
2. My Daddy gone. = 'My Daddy's gone').

3. Put doll chatir. = 'Put the doll on the chair').

4. Big doggie nice. = 'The big doggie is nice').

5. She not like me. (= 'She doesn't like me').

One traditional form of analysis would be to count the number of words in each
sentence and to estimate the mean length of utterance in the speech sample.

This is one type of quantitative analysis, which has its uses in the very early
stages of normal language development.

Another traditional way of analysing is to study the parts of speech or
form-classes that occur in the sample, nouns, verbs, adjectives, adverbs, etc.

Another type of analysis will focus attention on all the omissions in the
speech sample:-

1. Omission of the verb kicked.
Omissions of the copula.

2

3. Omission of the definite article. )
4. Omission of the prepositions on and through.
5

Omission of the auxiliary do.

A less negative method of analysing the child's corpus of utterances is to
concentrate on what he has acquired and to use it as a basis for remediation.

At the level of clause the child has acquired subject (S), verb (V), object (0),
adverbial (A), complement (C). The child shows the ability to put three clause-
level elements together in one sentence. Consider the structure of each sentence:-

SOA: Boy ball window.
SV: My Daddy gone.

VOA: Put doll chair.
SC: Big doggie nice.
SVO: He not like me.

At the level of the phrase, the child shows his ability to put two phrase-level
elements together, e.g. My Daddy, big doggie, not like.

O
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The two speech samples given above and the various phonological and
grammatical analyses briefly discussed indicate that the job of description is
not an easy one even when the samples are very short. The role of remedial

linguistics is to provide a principled and systematic analysis of much longer
and more representative samples.

Selection

Once the patient's idiolect has been described, it must be compared to
that of the normal adult in order to determine what is to be learned and what
is to be taught. This was alluded to above when discussing the child's pronun-
ciation of shoe and 200 as [du]. The child has to learn to distinguish the two
adult phonemes /f/ and /z/ so as to differentiate the meaning of words such as
ash and as, fishing and fizaing, etc.

Another criterion of selection is difference. Those items which cause
great differences between the patient's speech and that of normal adults or
children  should be considered first before sorting out minor differences. 1In
the speech of the four-year-old child mentioned above, the sentence most different
from that of the normal child of four is "Boy ball window', which leaves out the

-appropriate form of the verb kick as well as the definite article and the prep-

osition through. The other four sentences are much more interpretable. It seems
then that such a sentence consisting of the clause structure SOA, should be

singled out as inadequate and the child should be taught to expand it into a SVOA
structure as soon as possible.

A very relevant criterion is that of difficulty, although such a psycholog-
ical notion and all it entails must be considered as outside the bounds of
remedial linguistics as presently conceived. The easiest items should be taught
first. A rank ordering of items from easiest to most difficult is a desideratum
in all aspects of remediation work, but it still remains to be thoroughly
investigated. It is true of course that the first three stages in the acquisition
of syntax are distinguished by means of length in the analysis presented by
Crystal, Fletcher and Garman (1976). It follows that the shortest items seem to
be the easiest, a two-element sentence being easier than a three-element sentence,

etc. It does not follow, however, that the longer the sentence the more difficult
it will be. '

Conclusions

Remedial linguistics, in close liaison with other disciplines concerned with
remediation, must attempt to bridge the gap between assessment and remediation.
As Tanz (1974), points out, there are cognitive, as well as linguistic, principles
underlying children's difficulties with certain pronouns having subject and object
forms such as she, her. Moran and Byrne (1977), in their study of one hundred and
twenty children acquiring the appropriate forms of the verb for sipgnalling past,
present and future time provide some interesting information about the differences
between normal children in regular classrooms and learning-disabled children in
special classrooms. There is some evidence from their results that learning-
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disabled children differ in a number of ways. For instance, they are three
times as likely as normal children to use the uninflected form of the verb to
indicate past tense.

Remedial linguistics is unable at present to give all the guidelines
hecessary for making an explicitly principled selection of items to be learned
and taught. But it has a very important contribution to make to assessment,
insofar as it provides theories, which can be applied in the description of
samples of patient idiolect.
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IN A CASE OF LINGUISTIC DEFICITS

Sp. Maric de Hontlort

Dublin College of Speech Therapy

™

You have heard Br. Mac Einr
to describe its application in t

spealk on Remedial Linguistics, I propose
linical situation.

i)

b Y

e

0

Great changes have taken place in the past two decades in assessment and
treatment of linguistic disorders. In the early 1960s few, if any, forms of
standardised assessment tools were available to the speech therapist and one
had to rely on subjective assessnents, in conjunction with case history and
chsarvation, in the making of a diagnosis and esiablishing a level of
compatence. The case history and cbservation, I would like to stress, remain
two 1lid and important factors in assessment, and subjective assessment, also,
still has a certain place in the clinic. Generally, however, subjective
asscssments have been replaced by standardised tests and by the nid 1970s
there was a large variety on the market. Recently the word tecale' has tended
to replace 'test', it teing considered that one is attempting to place &n
individual's linguistic ability on & scale of normality, as opposed to
examining to see whether they pass or fail on a particular item.

Broadly speaking one can divide these assessment tools into two
categories, these assessing receptive abilities and those assessing expressive
abilities. One can also think of them as either scales, which provide
information that can be used as a basis for therapy i.e. The Preschool
Language Scale, and those, which are limited to giving information about the
indivicdual in relation to the norm, i.e. The English Picture Vocabulary Test.

Many problems exist in relation to standardised tests, as those of you
working in the field of remedial work will be well aware. Many of the tests
nave been standardised on very small populations, while others are standardised
on groups, representative of only one section of the community — often the
children of the colleagues of the test designer; others still have been
devised by theorists, who have 1ittle, some even no experience in the clinical
field. A further problem as ¥ckenna (1271) states, 'tests standardised in
one culture lose a degree of their reliability when translated to another
culture' -~ the degree of contamination being dependent on the degree of
cul+tural difference betuween the two populations.
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To date we have no tools for language assessment standardised on Irish
children — I will be asking for your co-operation jin this matter! However,
even if such a thing as a perfect assessment tool existed, results
obtained through its use would only be as goeod as the use made of it by the
clinician and the extent of co-operation of the individual being tested.

Several factors have led to the development of a new assessment tool —
that of lipguistic analysis, as detailed by the previous speaker:
dissatisfaction with the available assessment tools, the growth of the
discipline of linguistics and in particular, the interest of some linguists
in the area of what we choose to term remedial linguistics and of some
speech therapists in the area of linguistics. It is interesting that the
main forms of linguistic analysis described by Fr. Fidélis, were designed,
one by a speech therapist with a linguistic orientation, Laura Lee, and
the other by a linguist with an interest in speech therapy, David Crystal.
Many other forms of linguistic analysis are available and only this week I
saw a very useful one devised by Roy McConkey for recording two-word
utterances, designed primarily for use with mentally retarded children.

The main point of my paper is to describe the use of linguistic analysis for
the practising clinician. Linguistic analysis can be a time-consuming

method of assessment and unfortunately this deters some therapists from using
it, thinking that time could be more profitably spent on therapy. I would
like to emphasise that detailed linguistic analysis is by no means necessary
or indeed useful for the majority of patients, and in those cases where it is
useful, the time is well spent. It ensures that the therapist has the
information required for designing his/her remedial programme for the patient
that he/she is not spending treatment time in attempting to elicit stiuctures
way beyond the patient's competence, nor working on structures already
acquired. So in fact, one could say that the time spent is time saved! Also
many different forms of analysis exist, some being more detailed than oth.rs
and, therefore, mor: time-consuming. Of course from a practical point of
view the more experience one gets in carrying out linguistic analysis, the
less time it takes.

The case I wish to present is that of a child with a partial hearing
loss, who was five and a half years of age on referral to the speech clinic.

A. Mc. M.:

Date of Birth — 26th November 1970
Date of Admission — 4th May, 1976
Referred by Peripatetic Teacher of Deaf and G.P.

History of Rubella in Pregnancy. Birth induced, normal, mile stones —
other than speech.

First words — at 13/12, dama, Dada, all gone.
Phrases and sentences quite a few at 5 years.
Hearing lors suspected by parents at 2 years 9 months.

Hearing aid issued in August 1974. (C.A. 3.9).
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ASSESSMENTS
Preschool Language Scale: Chronological age - S yrs. & mwnths.
Auditory Comprehension - S yrs. O mnths.
Verbal age - 4 yrs. 13 mnths.
Language age - L yrs. 6 mnths.
Boehn Test of Basic Concepts
SPACE QUANTITY TIME MISC.
Total 16 9 7 1
Errors 7 5 4 0
Hearing for speech: - using picture cards from Stycar
Hearing Test.
+H.A., + L.R. - 2 errors out of 30
+H.A., - L.R. 7 " " veon
-H.A., + L.R. 1 error " weor
-H.A., - L.R. No response

(Hearing Aid  Lip Reading)

As regards phonology she was signalling the following sounds incorrectly
/s, t , z,d /. Work was carried out on discrimination between these
fricstives and the plosive sounds,which A. used,to signal them. Work was
also done on the production of /s/.

Some general work on language was carried out between October and
early December, a few concepts were taught but no great progress was seen in
the area of syntax. In November a language sample was taken consisting of
95 utterances. This sample was elicited by a student, using miniature toys,
a puppet and story book. Eliciting a sample with young children requires
skill and practice, especially to obtain spontaneous language. Sometires
this can be seen more clearly when expertise is lacking. Recently a student
took a language sample, did an analysis and found that the young patient
had achieved a lower score than when assessed six months previously.
Knowing the student and the child I Suggested that she may have spoken too
fast and too much, and that when the child paused she possibly started
talking again, not giving him the opportunity to use language to his
potential. The taking and analysing of a further sample proved this to be so.
One also has to be careful to stimulate the child so as to ensure the
production of original utterances as opposed to echoed utterances — this
can often best be done through the use of forced alternatives. It is
necessary also to note what the child is doing when making an utterance, as
this can make the difference between accepting an utterance as valid for
inclusion in the sample or of excluding it. This will be seen when we look at
a short sample of the language of the child in question. Ideally a video
tape-recorder should be used when taking a sample, however, most clinicians
rust, at least for the present, make do with an audio tape-recorder — the
Canon Repeat recorder being the most useful instrument for this purpose. It
will be necessary in this case to note activities during collection of the
sample.
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We will now look at part of the sample taken to obtain the linguistic
analysis.

CONTINUOUS SPEECH SAMPLE FOR LINGUISTIC ANALYSIS

4th November, 1976

MAJOR/MINOR UTTERANCE ACTIVITY PHRASE CLAUSE
T. Can you hear me?
lipitical Major P. A little bit. Points to switch D Adj. N A
on speech trainer
T. Is that the right one?
Minor P. du.
Major P. I got one like trat. T. picks up book|Pron Pr L SVO
T. WKhat do you do with P. picks up toy
that? bed
Elip. Major I'. Co to bed. Pr M VA
T. And in bed?
Elip. Major P. You sleep. SV
T. What are you doing?
Elip. Major P. Trying to open them. VO/vo
T. Fhat is 7t fer?
Major P. You ean put things in (Aux V Pr svocC
it. Pron.
T. And wnat's this?
£lip. Major P. 4 thing for party. DN Pr N C
Minor P. These things the same. BN D Pron SC
Major P. look it broken Aux (?) v vV -SY
T. Oh - what happened?
Hajor P. T didn't V leg sv
T. Vo it was anoti-r
iZittle girl.
Minor P. Too fat P. picks up doll Int Adj
Major P. She got a fat one puts doll in Aux (?) a0
front of mirror{ VDA Pron
Minor I'. Looking at the mirror Pr D VA
T. 1 can sce her
Major P. I can see ryself. picks up plate | Aux V SvVo
Major Po Put ot in here. Pr A voC
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11/1¢78

A Unanalysed Problematic
| Unintelligible 1 2 Symbolic Noise 3 Deviant | Incomplete S 2 Ambiguous
B Responses Normal Response Abnormal
Elliptical Major
) Repet Full Struc- Prob-
Stimutus Type Totalslitions | ! 2 3 4 IMajor{Minor{turat | & |lems
39 Questions 39 11 5 2 12 9
1 Others N 1 2 1
C Spontaneous 63 u | Others 59
Minor 9 Social 9 Stereotypes Problems
3 Sentence S
A i ntence Structure
— ‘u Major 101
B=]
"o ~ € [ Excl. [Comm.] Quest. Statement
¥l €
AR vul g2 vl N Other | Problcms
Conn,| Clause Phrase Word
\'2 ¢ QX sv 10 vC/io 7 DN vV o
. -ing >
‘:‘.6. SC/0 2 AY 3 Adj N V part
&l Neg X Other NN Intx pt S
av
n= PrN Other
<dl]
’_ X «SINP 6 X VVP 10 X + CIO:NP36 X + A:AP 3§
vxrel |  Frm—mm—m——=—- o DO vir ittty
QXY Svc/iO 36 VC/OA 4y |[DAGN 5 Cop 16 <n3
=~ let XY | VS SVA 3 YO4O, Adj Adj N Aux 3
E ) (4 h l 3 lo
& Neg XY 1 ©Other 2 |PrDN 5 Pron 8%
¥
24 do XY NAdiN 1 Other 8 gen
XY - SINP XY - VVP Xy - CIO:NP XY « A:AP
'S Qvs?2 SVC/IOA U AAXY NPrNP1 Neg VU nty
) oxyz Sv0,0, Other 3 PrD Adj N Neg X cogl8
&E <X 2 2 Aux
S “auxb
< Xcx 6 Other 8 aux
and 8| Coord. 1 Y4 12 Postmod. | 1.
clausc -3t
how tag ¢ 3!Subord. 1 1 -
> o s Clause: S Postmod. 1 - -er
Py phrase
&é what Other | Clause: C/O
= -ly
n< Comparative
fed (—)
NP 14 Clause NP 44 Clause
Initiator Complex Passive Pron 1 Ad) seq Modal Concord
Coord Complement Det N irreg Tense A position
N .
>3 LV irreg 1 W order
e LTI
& 2 | Other Other
Discourse Syntactic C‘omprehemion
= A Connectivity it
Z: Comment Clause there 1 Style
22 | Emphatic Order Other
w3
Total No. as Mean No. Sentences 3 Mean Sentence 3.2
Sentences Per Turn Length

© D. Crystal, P. Fletcher, M. Garman, 1975 University of Reading
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You will note that in two instances it was difficult to ascertain if
the patient used structures containing the phoneme /s/, "Look it broken'
and "She got a fat one”. Thus, it can be seen how deviant phonology can
effect syntax. Now we will look at the result of the analysis nof the
sample. You will see that the majority of stage 3 structures, at both
phrase and clause level, are being used, as are some stage U4 structures at
phrase and clause level. Shc is also using coordinated structures — stage
5 level. Word level development shows gaps; this is very likely due to
her hearing loss resulting in problems with the high frequency sounds, and
thus affecting plurals and genitives, demonstrating one of the ways in
which phonology affects syntax. She also shows delay in acquiring the
structures -er, -est, and -iy. The patterns of deviant, in addition to
delayed language is typical of the child with a partial hearing loss.

From January to March a programme of syntactic development was carried
out, based on the information of this linguistic analysis. The following
structures were taught:

Adj Adj H = Big red book.
Vo ,0, = Give the card to Marmy.
Neg XY = (o, it is the biggest./No, it is bigger.
N Aadj N = [ddy's blue car./Mammy's big boy.
2 Aux = He has been cruing.
He has been there.
AAXY = Down there — over there — up here
QXYZ = How rmany legs does he have.
Pl = 1 cup - 3 cups
'‘coP = He eats nuts
g an = Daddy's blue car
XY 2z = Symbols for elements of structures.
'COP = Contracted copula Form.

A. McM. made good progress and by March, (approximately 3 months later), was
using a number of level ! structures and some structures from levels 5, & and
even 7. In therapy, picture cards and stories with modelled imitation and
forced alternatives were used to elicit the structures. At that time she was
still having difficulty with "which" and "how" and in the use of two
auxiliaries. A linguistic analysis in March 1877 can be seen on the chart
on page 110.

The structures acquired since the lNovember analysis are underlined
and those used with far greater frequency (at least 50%) ___. It will be
seen that she propressed approximately 12 months during 3 months therapy.

>
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Results of fAnalysis :'3/1877

A Unanalysed Probicratic
1 Unintelligible 2 2 Symbolic Noise 3 3 Deviant ) I Incomplete G 2 Ambiguous
B Responses Normal Response Abnormal
Elliptical Major
Repet Fu.ll Struc- Prob-
Sumulus Type Totals |itions ! 2 3 4 |Major{Minorjtural g |lems
49 Questions 7 3 2 2 20 13 L
1 Others
C Spontaneous 76 Others 72 n
Minor Social 19 Stereotypes Problems
2 s
. entence Structure
—_ = 1 Major
o8
o—| €| Exct |Comm.| Quest. Statement
- Y -
ad| c
neld v Q2| v N1 Other 21 Problems
Conn. Clause Phrase Word
vy Qx sv 7 vCio 1l DN &Q vV ad
-in
—s S C,0 AX Ady N Y Vpart 3
=<
&3 Neg X Other NN lat X o 1
%
o= PrN Other
<d 3
1 X v S:NP 1Y X . ViVP 13 X+ C/ONP2TX « AAP 10 =T
vxy e e il il
QXY SVC:0 43 VC/OA 1 ) DAgGN 13 Cop 23 en 4
=3 fet XY | VS 7 SVvA 10 Y040, Adj AdjN ) Aux 23 s
=% - = = == 3
AN Neg XY 3 Other 1 {PrDN 1lu Pron]137 s 2 er‘r‘o_r‘s_ a_re
o -- = tabilising
Fa do XY NAGN 1 Other 14 gen
XY - S:NP5S XY - ViVP XY - CiO:NP2XY - A:AP20
.$5 | Qvsg SVCIOA16  AAXY 5§ |NPNP7 Neg V 1u mild
= 1 1 ' ]
> 2 Qxrz sv0,0, 1 Other 1 lPrDAGN 3 Neg X 1 cop L3
gu, cX 13 2 Aux
& - o
s Xcxly Other 6 aux
and 13 Ce d. 13 1- 5 Postmod. | 1 [
- - clause = -est
how tag |v 1 |Subord. 11 i - noted
>3 s G | Clause: S Postmod. 1 ] -er outside
o - phrase - sample
Eoé what Other | Clause: C/O |
s 7 -ly
nT — | Comparative
(+) (=)
NP Ve Clause NP ve Clause
Initiator Complex Passive Pron § Adj seq i Modal Coacord )
Coord Complement | Det N irreg Tense A position
=3 |- Noted outside samplg
ii - P Viireg 10 W order
- et
) 2 | Other Other
Discourse Syntactic Comprehension
- A Connectivity L it
z 7 |Comment Clause 1 there Style
80
&2 1 Emphauc Order Other hora's
wl
Total No. R Mean No. Sentences Mean Sentence i
Sentences 12% Per Turn approx. Length approx. & words

© D. Crystal, P. Fletcher, M. Garman, 1975 University of Reading
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It is extremely unlikely that such progress would have been achieved had
not formal teaching of the structures taken place. Also,one rmust add that
she was fortunate in having parents who were capable and willing to work
with her at home,and a nursery school teacher who reinforced in school
work carried out in the clinic.

During this period work was also successfully carried out on the
acquisition of those concepts which she was slow in acquiring,and also on
the correct use of those phonemes signalled deviantly.

I have attempted to demonstrate the usefulness of linguistic analysis
when used ac a tool to programme therapy. It should be obvious that
techniques of linguistic analysis are useless, unless one knows how to avail
of the results in planning and carrying out therapy. Similar techniques of
linguistic analysis have been devised for use with adult patients, i.e.

patients who have suffered loss of linguistic competence due to CVA or RTA
etc.

It will be seen that linguistic analysis is concerned rmainly with
syntax and that work on semantics -- verbal concepts — needs to e carried
out simultaneously with work on remedial syntax; additional renmedial work
on phonology may also be required. Generally one can combine the exercises
SO as to increase vocabulary, and at the same time work on remedial syntax.
Linguistic analysis as an objective tool can be extremely useful,
provided that the clinician is aware of its strengths and limitations.
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HOW KNOWLEDGE OF PHONOLOGY HELPS IN THE MANAGEMENT OF
PHONOLOGICAL DISORDERS

Susan Macken,

Dublin College of Speech Therapy

Before going on to discuss a particular case, I want to talk initially
about phonology in general. In the treatment of phonological disorders,
therapists have generally worked on the basis of the developrental sequence in
the acquisition of phonemes or on the selection of those sounds that are most
easy to produce. The logic behind this would probably seem to indicate that
individual phonemes develop in a definite sequence, possibly Ltased on the
order of difficulty of production. However, Jakobson 19u1l, supgested that a
child does not simply learn individual phonemes, rather his phonenmic
acquisition is a function of feature-contrast acquisition. There is a
developmental sequence in these features and production of some of the features
is prerequisite for, and facilitates the production of later features.

A feature encompasses a group of phonemes e.g. the feature voice includes
the phonemes /b/, /d/ and /g/ among others. The child learns the phonemes of
a feature because he gradually learns to contrast the smallest distinctive
meaningful unit of sounds i.e. distinctive features, and as more features are
learnt so will wore phonemes be added to the child's phonemic system. The
implications of this theory for therapy are important. If we assume that a
child acquires features rather than single phonemes, should we then concentrate
on teaching features to those children with phonological disorders rather than
training them in the acquisition of single phonemes based on the order of
development of plonemes? At present, not very much conclusive evidence is
available as to tie advantages of applying such a theory to the remediation of
phonological disorders. However, if one decides to choose distinctive feature
theory as a basis for remediation, one selects a target sound (a) by examining
the features a child is and is not using and (b) by choosing a phoneme that is
composed of a feature he is already using, and also of the feature that one is
attempting to elicit. For example, consider the child who subtstitutes velar
plosives by alveolar plosives, i.e. uses /t/ and /d/ for /k/ and g/,
respectively. It is hoped by establishing the correct use of the /k/ phonecme,
which contains the velaric feature, that spontaneous generalisation of this
feature to other sounds it ecncompasses will occur. The question is, however,
does gencralisation of the featur~ being trained spontaneously transfer to the
other phonemes within that feature? McReynolds and Bennett 1972, developed
procedures to obtain information regarding feature generalisation during
acquisition and results of their studies indicate that, in general, this does
happen.
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Figure 1
ADULT CONTEXT SIGNALLED CONTEZXT NOT
SYSTEM non-deviantly deviantly SIGNALLED
P P~
b b-, -b-, -b p-, f-, v-
t t-, -t-, -t ch-, -sh-, -p, -sh, -ch
d d-, -d-, -d t-, k-, g-
s-, 2=, -S=, V-, =5, -Z
K -k -p-, P> "8
g -2 "8 k-, -f-, -3
f
v
s
s -z-
sh
ch
3 i-
1 1- L-
r -r
W W= r-, -r-
h h-
y
1} m-, ~—m-, -~m -n
n n- -n
ng -ng-, “ng

In Figure 1, I have illustrated rthe phonemic system of a four yeer old
patient F., who is currently attending my clinic. F. has normal intelligence
and hearing; but her expressive language, both syntax and especially
phonology, is severely disordered and her speech is at times totally unintelligible.
The adult phonemic system is listed in the extreme left-hand column. Consonant
clusters are omitted principally because F.'s system contains no clusters. F.
correctly produces the adult vowel system. In the next column, headed jJon-
Deviant, are listed those phonemes which F. uses correctly in her system — the
dashes indicate the positions of the phonemes in words i.e. /b-/ means /b/
initially, /-b-/ means /b/ medially and so on. From this column it is evident
that many of the adult phonemes are omitted entirely from F.'s system. In the
next column, headed Deviant, are listed those phonemes which F. produces
correctly hut are distributed incorrectly in her system, e.g. consider /b/.
From th2 column headed Non-Deviant it is evident that F. produces /b/ correctly
in all positions but, as the next column indicates, F. also produces /b/
incorrectly *o signal the phonemes /p/, /f/ and /v/ in word initial position.
Finally, in the right-hand column headed context not signalled, are i-cluded

those sounds which F. does not use in her system but neither does she substitute
any other sound in their place.

1 would like to look briefly at the sequence of acquisition of features for
the normal child. McReynolds and Engmann 1975, suggested the following sequence:-
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{i) Vocalic/consonant contrast — the difference between
vowels and consonants;

(ii) Nasal/oral contrast;

(iii) Separation of nasal and oral sounds on the basis of
place;

and (iv) distinction of phonemes within a class.

With this pattern in mind, we can examine F.'s system. It is evident that the
first two steps in feature acquisition have been established, i.e. she
correctly contrasts consonant and vowel sounds and oral and nasal sounds.
Manner of sounds produced is extremely limited — her oral sounds being limited
to plosives, frictionless continuants and the liquid /1/ only. Fricatives and
affricates are entirely absent from her system at present. This initial
sample was obtained by getting F. to name pictures of common objects.
Production of the same words in imitation of the examiner showed no change in
their realisation. Another sample, this time of spontaneous speech, was then
recorded during a period of free-play at the clinic and in Figure 2 are

listed some of the words transcribed from that recording.

Figure 2
SAMPLE OF WORDS TAKEN FROM SPONTANEOUS CONVERSATION

1. cup [kap] + [dak] 11. shop [fap] » [dat]

2. did [d1d] - [d1] 12. water [wotor] - [wotr]
3. some [sam] -+ [dam] 13. hen [hen] -+ [em]

4. please [pliz] =+ [plit] 4. win [win] + [wim]

5. ball [bol] - [bo] 15. 1lamb [lam] - [jom]

6. five [farv] - [ba1] 16. one [wan] + [wan]

7. short ([[ot] - [do] 17. yes [jes] » [jet]

8. dog [dag] + [dag] 18. pipe [pe1p} =+ [barb]
9. fish [f1J] + [br1] 1¢. chop [tfap] -+ [dap]
10. like  [lsrk] =+ {ler] 20. mug [mag] -+ [mak]

I will consider these in relation to the features of place, manner and voice.

Difficulties in place of articulation:

(i) Nasal: [win] -+ [win] : [hen] + [hem]

Here /n/ is realised as /m/, and whether it is due to lahial assimilation in

"win'" or not, is hard to say.
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(ii) Oral:

[£15] + [b1] : [kap} - [dak]
(fish) (cup)

Both of these examples also indicate a difficulty for F. in establishing
correct place of production of phonemes.

Manner difficulties:

F. is using plosives to signal fricative phonemes, e.g.:-

[sam] = [dam] . [fort] - {ao] - [faiv] > [bar]
(some) : (short) : (five)

Let us go on and look at the feature voice. On examination of the samples of
words obtained in spontaneous speech, it is evident that at no stage in word
initial position are voiceless phonemes used e.g.:-

[tfap] =+ [dap]
(chop)

where the voiceless /tf/ is replaced by the voiced /d/. There are several
other examples of this.

In addition to all these problems, we can see that F. contains many
inconsistencies in her speech, e.g. consider /p/ in word final position in
the following three words where it has three different phonetic realisations:

[kap] ~ [dak] ] [fap] -+ [dat] . [tfap) » [dap]
(cup) : (shop) : (chop)

A possibility in relation to this inconsistency may be that F. is now in the
process of establishing the sound correctly in her system, so that she is
half way to ccquiring it, but has not quite taken it into her system
completely and stabilis=d it.

Finally, another aspect of F.'s system, which is significant, is the
frequent omission of final corsonants of words, so that:-

[dra) > [4a1] : [bol] + [bo]
(did) _ (ball)

Ingram, in his examination of child phonology, says that children very
often in *the srocess of acquiring phonology, use a number of processes on
their way to acquiring the adult system.

I will look briefly at some of the processes that F. is using in her
speech. (There are several more that Ingram mentions in his examination of
phonology but I am referring only to those relevant to this case).

Firstly, as previously mentioned, there is deletion of final consonants —
a common normal stage in the acquisition of phonology at an early age but
which should be resolved by four years of age. Yet F. appears to be 'stuck'
at this lower level, inappropriate for her age. Secondly, consonant cluster
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reduction is also a common feature in the developmental sequence of phonology.
No examples are included in the Figures, but F. simplifies all clusters in
her system. Interestingly, you will see in her realisation of 'please',
included in Figure 2, she does actually produce the full cluster but this is
unusuzl for her and included here to iilustrate how inconsistent the system
is. Thirdly, assimilation, again a common feature in child phonology, is
also a feature of F.'s speech. Here is a rather interesting example: pipe

is produced as bibe and what is probably happening is that /p/ is substituted
by a voiced plosive in word initial position, and /p/ in word final position
is then assimilated to the initial phoneme, and so is also replaced by a
veiced plosive.

Fourthly, we will consider stopping, i.e. substitution of plosives for
other phonemes. Many of the examples referred to earlier indicaie this
phenomenon e.g. the fricatives /s/ being replaced by s plosive in the
production of the word some. Fifthly, with reference to the development of
liquids, Ingram mentions three stages of developmert. According to this
scale, F. is at stage two i.e. where liquids are replaced by glides, so that:-

{lam] - [jam] . [ran] - [w.m]
(lamb) ’ (run)

The sixth process, obvious in F.'s system is that of pre-voealic voicing.
This was referred to earlier when discussing the use of voiced phonemes cnly
in word initial position. The last process to be included here is that of
fronting, where wc get the initial consonant being replaced by another sound
produced further forward in the mouth e.g., the /tf/ of chop is brought
forward and realised as /d/ and similarily /£/ of fish is brought forward to
a /b/. Many unpredictable things are also, however, happening in F.'s
speech which at first glance seem to be unaccountable. Mot alone is F.'s
phonological development delayed, it also in some instances seems to be
developing along deviant lines i.e. it includes processes not normally
apparent in the sequence of development of phonology of the majority of
children. F., therefore, appears to be doing two things — she is at a lower
level of development than most four year olds and she is also developing at a

tangent in that she does not always develop along the expected developmental
sequence.

The implications of all this for therapy are important. Where, for

instance, does remediation begin? Edwards and Bernhart 1973, made three
suggestions: -

(a) One may decide to begin with those processes which result in the
greatest unintelligibility;

or (by if this is not possible, one should select those processes that
are opticral i.e. that only occur occasionally;

or (c) 1if neither of these are possible, one should work on those
processes most characteristic of young children.

With regard to F.'s speech, both the process of pre-vocalic voicing and that
of stopping, appear to be occurring over and over again in the realisation
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of the majority of words included in the sample. Therefore, it could be
suggested that either of these would be a suitable start in remediation.

For example, with reference to stopping, one might decide to work on the
phonemes /d/ and /f/ with the expectation that feature generalisation would
cccur gradually and that the other phonemes of the feature would begin to be
included spontancoucly in F.'s speech.

Therapeutic procedures to bring the above change in F.'s speech have
altered slightly over the past few years, in that there is a shift of
emphasis from the training of production to the +training, firstly, of
perception. Ingram 1976, stated that perception precedes production,
although it is not fully established for a number of years. Edwards 197",
also indicated from findings of texts involving discrimination tasks for
twenty eight children, that children as late as three years do not have
complete phonemic perception. Phonemic perception develops gradually in
advance of production and the order of acquisition tends towards uniformity
but is not universal. Therefore, from this, one expects that training for
F. will initially involve training of perceptual skills rather than
immediately teaching or attempting to teach correct production of sounds.
It is hoped that once perceptual skills are improved, with the notion that
perception precedes production in mind, spontaneous progress in the
acquisition and production of phonemes of the adult system may occur.

As yet, it is too early to say how successful this type of remedial
programme will be for F. as she has only attended the clinic for four
sessions to date. She is having difficulty in attention and has poor
concentration, so at present I am simply trying to improve her attention and
concentration. However, prognosis is good: F. has normal mental ability,
is bright and co-operative, has excellent parents who are helpful and
interested. Therefore, the next twelve months should show a considerable
amount of progress.

1235
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PARENTAL SPEECH TO YOUNG DOWN'S SYNDROME CHILDREN

Roy McConkey Sally Cheseldine
Senior Research Officer, Research Fellow,
St. Michael's Hruse, Diblin. tlester Adrian research Centre,

University of Minchester.

Introduction

In spite of the recent emphasis on the importance of the child's verbal
environment in the development of language skills (Cross, 1976: Snow, 1972),
relatively little is known as yet about the language parents use to their
mentally handicapped children. This is all the more surprising given the
inevitability of a delay or disruptiocn in language acquisition with these
children.

We lack information on two important topics. Firstly, in common with
most studies involving children, only maternal speech has besen studied. But
information concerning fathers' use of language is needed to ascertain
whether the children experience different and possibly conflicting linguistic

environments. Marked differences could make it harder for the child to learn
language.

The second topic, which has been largely neglected, is the effect of
context on parents' language usage. S+udies with normal children (e.g. Dunn
et al., 1977) suggest that parents do vary their language acccrding to the
activity they are engaged in. Previous studies with mentally handicapped
children have not investigated this eifect, and indeed, have tended to
suggest that parents of these children have rather stereotyped language
strategies.

Observation study

This study involved 11 Down's Syndrome children (6 girls ard 5 boys)
with a mean chronological age of 58 months (range 33 - 69 ronths). All could
be credited with using 20 clear words; they could imitate single words and
were able to follow simple commands. During play sessions with their parents

chec¥s were made on their M.L.U. These fell within the range 1.00 to 1.89
words.

The parents -- Twenty parents took part in the study. This group was
L€ bdrencs 3 L
made up of 11 mothers (mean age 35 years; range 27 to 44 years) and ¢ fathers
(mean age 37 years; range 30 - 55 years). The socio-economic status of the
families was as follows — 2 families were in Class II (managerial); 8 in

7
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Class III (skilled manual and non-manual) and 1 in class IV (semi-skilled).

Procedure: Two different sets of toys were used; picture-bricks
(15, 3" cubes with pictures of common objects on four sides) and doll play
materials (2 rag dolls and accessories — bed, cup etc.). We chose these
=5 both had Leen used in previous language facilitation work, the former in
the learning of object names and the latter in the learning of action words
(Jeffree & McConkey, 1976).

The parents were asked to play with each set of toys on eight different
cccasions over a period of two weeks; four sessions with mother and child,
four with father and child. Each session was to be about 10 minutes long.
The sessions were held in the home and audiotaped by the parents.

Data Analysis: The parents' tapes were then transcribed and coded. In
all we had 35 measures of parent language. These measures covered three
aspects of adult language — structural (e.g. pavent's M.L.U.; ntrerances
witliout 2 verb), functional (the reason for talking, e.g. to make demands,
tc give feedback) and interactional (e.g. using language to initiate an
interaction or responding to the child's use of language with an expansion of
his utterance).

Results

Mother-father differences: On all but one measure (that of expansions)
there were no significant differences between mothers and fathers. On the
exceptional variable of expansions, fathers had a higher score than mothers
with the bricks than with the dolls, whereas with mothers it was the converse.

The effect of context: Several changes were evident in the parents'
language according to whether they were using dolls or bricks. By and large
these seemed to be directly attributable to the propertics of the play
materials. For example, with the picture bricks the parents used
significantly more single-word utterances, fewer closed questions, more
statements, more utterances without verbs and responded to fewsr non-verbal
behaviours.

Conclusions: Contrary to the implications of earlier research in this
area (e.g. Buium et al., 1974), these results tend to confirm Rondal's (1977)
conclusion that parents provide a language environment for their mentally
handicapped child, which is at least comparable to that provided by parents
of normal children at a similar stage of language development. Furthermore,
mur resnlte show that parents tailor their language to the situation and
materials provided, they are consistent in their use of language and mother-
father pairs tend to use language in similar ways.

Objective study

Thus, it would seem thar parents of mentally handicapped children are
doing just as uucyh as parents of normal children to help their child learn
language. Is thcre anything more rhey conld do? Recent studies in language




O

ERIC

Aruitoxt provided by Eic:

fazilitation With the mentaliy handicapped child woulgq SUggest that theve is,
The argument used is that because the language of the mentally’handicapped is
developing 50 slowly, they are mope dependent op their parents To initjate
change in the inieraction, 1-€. change in the barents' ysge of language
precedes developments in the child's language. But past Studies have tended
10 confound WG varijables. Not only have they given barents g languagc
Objective +o work towards but they have also instructed barents on hoy to
interact “'ith their child, so 4s to attaip this objective. And while these
Studies show that parents Can change the way in which they talk to their

Procedyre: Seven children were chosen fropm the first Study, so thar all
the parents could be given the same op very similapr objectives. During the
observation Study we had. noted that these children used very feyw verbs in
expressjive language. Theipr Vocabulary was Mmostly labels, The objective
chosen wasg to €Ncourage the children to uUse words like gone, give me, down.,
(For the Other foyr children jp the observation Study, we felt that this
objective could have beep too advanced. )

Two mother-father pairs tock part in thijg Study; with 4 children it was
mother only and with 1 child it was father only. The barents wers given the

Results;: Three of the children Started to yse the new words but four
did not. The parents were then divided ints two graups;  those whose
children haq improved (N=4) ang those whose children dig not improve (H=5),
The parents:! use of languag: wWas then Compared; particular attention being
paid to the parents' yse of the target words. Although the 'improved! group
tended to yse them more often, the qaj ference was MOt significant but the
¥ay in which they used the target words Was very different. Without
€Xception, the Parents in the improved group frequently used rthe target word
in Statements; the inean Percentage of a1) target word utterances, which
Were statements was 69% (range 643 - 79%), whereas comparable figures for
the non-ip roved group was 15% (range 3% to 30%). However  the Parents of
the 'non-improvers' did change theip language Strategies too, The parents
opted for g verbal. demand Strategy (e.g. v ay, Ball gone") . another yged
questions (e.g. "show me where the ball hag gone") | while another gave the

S - P !

child Lfommands (e.g. "you make the ball gom,)

Conclusions: These results indicate that there are some parents, who,
if given an appropriate Objective tq work towards wWith theip child, do
Successfully change theip language Strategies. (Ope Change is MOSt effective;
using the target words in short Statements,

In a thirg s5tudy, we wope dable to bring about changes in the "unsuccessfy)!
parents' yse of language with the result that these children too improved
(Cheseldine ¢ FeConkey 13978).
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Implication for language facilitation work

On the basis of these studies it is possible to draw some tentative

but nonetheless important implications for future language facilitation work
with mentally handicapped children:

1. Parents on the whole provide a very suitable language
learning environment for their children. It is both
logical and feasible to build upon this and implement
language facilitation programmes in the child's home,
thereby overcoming the problems of generalisation, which
have beset previous approaches.

2. As the children's expressive language is developing
slowly and at times may even be static, the initiative
for change may well have to come from the parent. Thus
parental expectancies and the selection of appropriate
learning objectives is crucial. However, there are some
parents, who, if given this information, will bring
about the change in their child's language. They do not
need to be told how they should act, only what they
should expect.

3. From our studies it would seem that the two strategies
often used in previous language facilitation work, i.e.
verbal demands and questions (e.g. McDonald et al.,
1974) are not particularly effective, at least with the
learning of verbs, over a short time span. Instead, an
information giving strategy, i.e. providing the child
with models of the language you want him to use, seems
preferable. It this respect, our findings would tend to
concur with Bandura's (1971) social learning approach to
language and are contrary to the operant approaches to
language learning (e.g. Guess et al., 1974). However,

a great deal more information is nreded on the type of
parental language usage, which is most conducive to
helping a child's learning of lmnguage. This applies
just as much to normal, as to mentally handicapped
children.
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LANGUAGE IN AUTISTIC CHILDREN

Margaret Daly McGinley

University of Leeds and Woodlands Centre, Galway

Autistic children have difficulty in understanding and in using speech.
The impairment in autism affects all areas of communication. Autistic
children cannot compensate by understanding and using gesture, mime, or
facial expression as deaf children can. The impairment of communication
skills may be manifested in widely varying degrees of severity, and thus much
confusion arises in considering what and how to teach language to autistic
children. Some children may be mute, and remain mute all their lives. Some
children may eventually develop the use of grammar appropriate to their age
level, but even this small group of children will have communication problems.
They can speak on simple concrete subjects but become confused or silent when
a more complex topic is discussed such as when they are asked to give an
opinion or discuss an idea, or plan for a future activity. When asked about
what book they enjoy best they may respond by giving a recital of all the books
they have, rather than choosing a favourite book.

Language problems of the autistic vary gratly and include the following
problems. Speech may be entirely absent, and the child may be mute. He may
say very few, if any, speech sounds. Some mute children may have had some,
words and then stop speaking at an early age. Speech may be present, but the
child may use fragments and contractions of words which make it difficult for
others to understand him. These fragments may have been preceded by the correct
whole word or phrase. A child may say table and then later refer to it as 'ble’.

Very simple speech similar to that of a two or three year old may be used.
The child may repeat an adult's phrase, but when he tries to produce his own
phrases these will often be very slow and halting attempts. The autistic child
may also use a special voice especially in repeating another's speech. The
words and phrases he generates himself though may be in his normal voice. Often
the child has difficulty in producing anything except the simplest labels, and
will take the adult by the hand and lead him to what he wants. This reliance
on a non-verbal form of communication can lead to a dependence on co-operative
adults, and lessen the possiblity of any speech developing.

The parrot-like echoing of other peoples words is well known. This gives
rise to the reversal of pronouns and the use of incorrect statements, such as
the child asking for juice who says, "Do you want juice?" as he is echoing his
mother's words. Children may have a mixture of echolalic and spontaneous speech.
In teaching the child, one must be careful to encourage the spontaneous words
and discourage the bizarre echolalic content.

In teaching the autistic child, other problems arise such as difficulties
in volume control. A child may become inaudible. Shaping of sounds may be
very poor. Pronunciation is often poor with words truncated. Attention may be
poor due to interfering behaviour such as temper tantrums, and also due tO
motivaticn problems. Previously mastered material will often be lost, and so
constant practice and repetition is necessary.
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Generalisation
——=-allsation

Setting. Thys the child may need to he taught by 4 variety of people, in mope
than one setting, not just in an €xperimenta) Setting ag Sometimes has been the
case. Teachers and therapists need to involve parents, so that generalisation

eXtremely slow: dutistic children may require lumerous trials to learn a worg
Or' a phrase. The generalisation of SEzech training hag been found to be more
Successful with younger childprepn than with oldep children, Some of the older
children Lovaas (1973), reported on, took hundreds of trials to learn worgs

and phrases, Younger autistic children, about ages three to five (Lovaasg 1977),

the Possibility of poor generalisation, this problem €an be overcome by teaching
generalisatiop through communication with the Parents, ang by direct teaching

in severa) Settings, by more than one person. Thig incidentally would lead me
to question the somewhat traditional idea that a cne-to-one therapist who forms
a4 special relationship with the autistic chilgqg is Necessary, Perhaps 4 Oone-to-
one ratio jisg beneficial ip the initia) stages of learning, byt in order to

improve generalisation sych d ration with g Specially loved therapist would not
be the ideal.

Bizarre Content apg Repetition

The content of the language of an older child, who has Speech, but who hag
not had the benefit of skilled teaching, may sound bizarre, However, the skilled
observer wij) often be able tO make sense out of the child's Speech. The child
may be Peépeating a Phrase heard a week ago; he may be asking fop Sorething when
he says "yg, “ant orange juice!, Additionally, if the chilg Possesses some
islet of ability thig Mmay have heep developed by parents and teachers, apg the
child may constantly €Xpress his ope skill, whizh often appears very odd to
casual observers, A child M3y spell words with blocks constantly, om g child
May constantly talk about algebra problenms.

ascertain the basic defects of autism the work of Hermelin ang O'Connor (1970),
and Frith (1970), shoulq be consulteq, Wing (1975) ig also a very good text
to consult op the diagnosis and treatment of autism,

AL there ape 4 number of People here today with ap interest ip and great
expertise jin linguistics, the recent work by Pierce and Bartolyccj (1977), may
be of specia) interest, These authors examined the dppearance of phonemes ip
an autistic angd 4 retarded Broup. The autistic children showed a delayed but
normal sequence in the dppedrance of Phonemes. The mastery of syntax in autistic
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children lagged behind both young normal and retarded children of similar
performance abilities. Autistic children also used less complex language,

in terms of transformation types, than normal children matched for performance
ability. Autistic children appeared to be able to construct rules similar to
linguistic rules, but are deficient in the ability to apply these rules. Thus,
the authors concluded that autistic children's grammar is rule governed but
less complex than retarded or young normal children. Some bizarreness of
language was seen as due to extreme delay, such as the case of an eleven year
old speaking at a stage similar to a two year old child.

Teaching the autistic child to speak

The initial step in teaching an autistic child is to train atteation.
Usually some type of interfering behaviour will have to be eliminated such as
self-stimnulation, acts lile jumping, or banging, or finger flicking. Once
attention can be maintained for short periods, even for two or three minutes,
teaching can begin. The second difficulty is then to provide some motivation
for which the child will work. Some children require a concrete motivation such
as a reward like a sweet, or biscuit. Other children will respond to a social
stimulus such as a smile. However, a very distinctive reward may be reguired,
and 2 strong smell or taste may appeal to the child. Bits of strongly flavoured
onion, for example, worked well in one case — much to the horror of all those
who worked with the child.

The first step for the young autistic child is verbal imitation. If you
work with a child of about three years, who is not speaking, you have to
somehow get a response, in order to use behavioural principles. If there is no
response forthcoming, you are really stuck, because no matter how nice & reward
you have, you cannot give it. With a very young child who is not speaking, or
who only has just a few words or a few sounds in hi= repertoire, the sort of
programme necessary will be playing with the child, tickling him and then if
you get any sounds at all, reinforcing these. In the literature the area of
starting off with a child who has no speech at all is not really dealt with.
There is a book written by a parent (Kaufman 1976), which goes through the steps
which these parents used in order to arrive at the first stage of getting sounds
and getting words. Once the child does produce sounds, then you can go on to
teach words to label objects.

Usually one starts with motor imitation and uses no verbal cues at all: just
sit opposite the child with a suitable reward for which he is willing to work
and start off by getting him to touch his ears, or his nose, and so on. The
trainer does the actions. If the child will not imitate the motor actions, you
need a second person who may be used as a model, or who may put the child through
the actions. The step between non-verbal imitation and verbal imitation is a
very large one. Some autistic children make the transition, others do not. It
is not clear how or why children progress from motor to verbal imitation. An
interesting study would be to compare the results of teaching a group, which
did not do motor imitation, but went straight into wverbal imitation with a second
group, who did both motor and verbal imitation, and judge by the results whether
motor imitation is a beneficial or a necessary initial step. But unfortunately
it is very difficult to do verbal imitation with a child who will do nothing:
you are just sitting there getting a blank response. In practice, I find that
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if I do motor imitation, it gives the teacher and the child something to do,
Something to start op and it is usually possible then to make the transition
to verbal imitation,

As soon as verbal imitation is established, the teaching of labelling
words without meaning is usually possible. Next the child is taught the
meaning of these labels, and also taught that the labels can apply to another
setting. In the case of the word 'chgip' the label would be paired with a
variety of chairs, in several rooms, and the parents would be as
force the use of the word chaip at homne.

After the Ffiprst words have been taught, it is Neécessary to teach the
relationship between events and words, Prepositions, pronouns, time-related
words such as first, last, and useful concepts such dS yes or no can be tackled.
Kent (197y4), gives a lesson by lesson approach to teaching some of these words.
A number of autistic children will master these words and concepts. For these
children a further programme to make Speech spontaneous and appropriate in nNew
Situations is necessary. Lovaas (1877), outlines the training of spontaneity
and conversational speech. However, this sort of Spontaneity training should
not be viewed as the final step in a programme.

Spontaneity training should form a part of the autistic child's programme
even from early on, To do this you cap Start with pictures and ask the child
"Tell me about the picture", "Tel] me about your toys" and give general open-
ended qQuestions, although this ig particularly difficult for autistic children
tO cope with, They can answer 3 question which is very specific, for instance,
if vou ask "What did you do at school to-day?", they simply do not know how to
answer, whereas, if you ask the question "Did you do number work to-day?", they
can answer correctly. Spontaneity training using general Open-ended questions
is possible from the early stages of teaching language. This type of Spontaneity
training leads on to Story telling, looking at pictures and telling the story.

Echolalia

When one is teaching verba) imitation, echolalia can pe quite useful, if
it is already within the child's repertoire. You can utilise it and get the
child to echo what you wish him to learn, The trouble is that SOometimes, later
°n, when the child has developed a flow of Speech, he cannot Stop echoing and
everything the teacher Says, the child echoes. If you say, "would you close the
door' the chilq will probably reply "would you close the door' and g0 and do the
correct action thereby showing comprehension. Thus, echolalia if it continues
will have to be Stopped. One technique of doing this is to use volume cueing.
Pronounce the words you want the child to echo or imitate loudly and pronounce
the words you do not want him to imitate softly. Some autistic children will
benefit from learning the rule, "Do not echo. It is probably easier to utilise
a model ang say 'Do not echo, close the door", and then have the model g0 and
close the door. Thus the autistic child learns the cue "Do not echo" and
gradually he learns to do actions without echoing. Later on, the cue "Do pot
echo" can be utilised in wholly verbal situations. Ip general, it would seem
that the autistic child who has progressed through a Stage of echolalia does
better than a child who has been mute or almost mute. The presence of echolalia
in a young child should be Seen as a somewhat positive sign for language
training. The child, who is mute at about age four or older, and who Subsequently
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learns to speak as a result of language training, seems to develop a rather
narrow range of language so that much of what he says is tied to exactly
what he has been taught in specific situationms.

The older autistic child

As autism has only recently begun to receive attention in Ireland, little
opportunity has been available for the intensive teaching of young autistic
children of age three and four. We still come across autistic children of ten
years and older, who have not had the benefit of intensive education, and these
children pose great problems. In the case cf an older child, who does possess
some skill or some ability, it is possible sometimes to use that ability to
help communication. A child of fourteen had from early childhood a particular
ability of spelling words using alphabet blocks and yet he did not speak.

His spelling was very good, and if you spelt out & word wrongly with the blocks,
he would correct you. This particular skill could be utilised, even at the

late age of fourteen, to try and establish some sort of communication with him.
Suggestions were made that instead of allowing him to spell words of his own
choice always, to get him to spell some pivot words such as "I want" or "I 1ike",
rather than letting him spell a word which he enjoyed. The blocks which he

used were one-inch cubes, and so very small flat letters like Scrabble letters
were suggested. It is possible, even with older children, if they do have some
skill, to try and channel it into more useful communication.

Any response a severely sub-normal child, who is also autistic makes,
should be utilised. One of the children I was working with on a toilet-training
programme, made a clicking sound. This sound was most annoying to everybody
and teachers would say "I am going to get rid of that sound". It was very
tempting to draw up a behaviour modification programme for staff, so as to
eliminate this clicking sound. We did not though, because that was his only
sound, that was the only sort of response he could make and eventually, when
he was partially toilet trained, we were able to utilise this clicking sound.
Wwhen he said "Click, click" with his tongue, that meant toilet. This was not
a hundred percent successful, but some of the time he would utilise his click
sound and that was a cue to take him to the toilet. For this particular boy
and his parents and teachers, that was a very big advance. If you are faced
with an older autistic child, one has to be very careful to look at the skills
present no matter how few they are, and see if one can utilise even what initially
may appear rather an annoying response.

In summary, it is possible, given massive amounts of time and practice, to
teach autistic children to speak. Lovaas and his colleagues (1977), mention
the figure of fifteen hours a week of intensive therapy. This was usually
carried out by a post-graduate student working with three or four under-graduates,
so that the fifteen hours represented a very intensive teaching effort. A major
variable seems to be the motivation and enthusiasm of the teacher or person
working with the child. Autistic children can be unrewarding to work with as
they give very little, or they seem to give very few responses in return.
Although enthusiasm is very important, a programme for teaching language to
autistic children requires the skills of a highly trained and competent prof-
essional teacher. Such a teacher may be able to avail of parents, students, or
others to supplement his skilled teaching. Enthusiastic workers could assist by
giving intensive follow-up practice after the initial teaching.

/.1113‘
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Introduction

We are glad to announce the appearance
of TEANGA II. The material in this
edition is taken from three different
seminars held by IRAAL in the last

two years. The papers in SECTION I
were delivered at a seminar on 7/3/1979.
Those in SECTION II were presented

at a seminar on 18/10/1980. The
papers appearing under SECTION 3A

and 3B were given at a seminar held on
7/3/1881. There are a number of papers
from the three seminars that hadn't
reached us in time for publication

in Teanga II. They will be published
in TEANGA III.

The Editor
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Evaluating Language Success in an Irish Context.
Dénall P. & Baoill

Institifiid Teangeolafochta Eireann.

My original idea when I thought of this lecture was to talk basically about
testing and what exactly we are testing. As I began, however, to put my ideas
down on paper, I thought it might be more beneficial not to talk about testing
alone but to talk about what we actually do before we test. We must first of
all evaluate and define what we teach before defining proper tests.

I would like now to try and show how we might reasonably evaluate language
acquisition or learning in three groups.

(i) the average L2 learner,
(ii) slow learners, and

(iii) deaf children.

fost of the discussion will be about L, learners but towards the end of my
talk I will briefly outline the linguiStic problems associated with the other
two groups. I would also like to try during my lecture to focus on some of

the research that is going on in Applied Linguistics and show how some of these
ideas might apply to the situation obtaining in Ireland.

The first question I believe we must ask ourselves is what are we testing ? and
how is this testing to be carried cut. There aretwo basic areas in which one's
linguistic competence could be tested.

(i) The four basic leanguage skills - comprehension, speaking, reading
and writing could be evaluated to see how they have developed in
relation to each other and *the correlation between them examined.

(i1) We could also look at what level ( if we can define level) of

language is actually attained and define what exactly it means 'to
know'" a language.

If we succeed in answering those two major guestions, then we mighu want to ask
Whether the answers tc these questions lead us to a reanalysis of what is being
taught and what we are actually teaching? The major part of what I have to

say will be dealing with this reanalysis.

It seems to me that we have here in Ireland as in many other countries a
dilemnma between written and oral language, the emphasis being almost entirely
on the written form. This is expecially true of deaf children and necessary
because for many of them written language is their language. Why then do we
place so much emphasis on the written form in the case of the average L2
learner? Many factors contribute to this strategy:

(1) Tradition - it fits well into the Irish situation to continue the
tradition of the classics - where one studies texts for comprehension,
grammar mostly for translation purposes.

(ii) Teacher's own fears and incompetence in many spheres of oral language.
This lack of competence is due to many influences including the
teachers' own schooling and training. The social reality of Irish in
Ircland is one of non-usage outside of well defined domains which on
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the whole are not very influential in spreading the use of the language.
Such domains are curtailed and usually belong to the "inside world" of
teaching, the Civil Service etc. and hence have very little influence
on what goes on in the outside world in our cities and towns. One
would expect that high competence in the oral use of Irish might
penetrate or break down the barriers involved. This is not the case
however. CLAR in its report in 1975 showed that only 33% of those
with very high competence in Irish made use ¢f this advantage in
passing Irish onto their children at home. About 5% of the population
covered in the report have high competence in the language - which
leaves us with only 2% who use Irish frequently/always at home.

(iii) Writing is easier to evaluate. When one writes something down on
paper it is easy to pinpoint errors and faults and to give a score.
To evaluate a communicative effort by the same learner(s) is a much

more difficult job because of the different dimensions of language
etc. involved.

(iv) The large number of teachers involved in the teaching of Irish. Almost
all of our teachers of Irish are themselves native speakers of English.
They are trained within a system which is not geared to using Irish in
normal everyday affairs and so they tend to follow tradition and this
creates generations of learners competent in writing and comprehension
but most inadequate in communication in a functional manner. Because
of the large number of teachers being trained yearly and because of
uneven standards attained by them - it seems the unending cycle will
continue unless some drastic action is taken at the top by those
involved in educational administration.

Let us now look at the four basic skills comprehension, speech, reading and
writing and see how they develope in the normal child acquiring Ll.

First of all you have comprehension of speech and a lot of comprehension before
any attempt is made at speaking. The acquisition of reading and writing normally
takes place school and usually in that order. In most of the teaching that goes
cn throughout Ireland it seems that these skills come in the reverse order -
writing, reading and then.perhaps comprehension of speech. For this reason it
seems to me that there is too much emphasis on the content of texts and on texts
themselves and their evaluation and not enough emphasis on the oral production

of language. This situation has also come about because of the types of exam-
inations that we have. All the teachers have to do is to consult previous
examination papers and infer from these an appropriate and variable content to

be taught in their classes. The consequences of this approach are most
destructive for the different kinds of skilis involved because the skills involved
in using oral and written language are quite different. I believe str. _ly that
if we don't have oral language as a first priority and consolidate that with

actual writing - that we can't show the learner the real connection between the
spoken and the written forms of language.
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A good example of the consequences of using written language to the detriment

of the spoken form is seen in the following histograms from the Error Analysis
on written Irish at present being conducted in I.T.E.

ERRORS IN SEIMMIJ (LENITICN) AYD U (MASALIZATION)

Overall Usage of S&imhid
100 = {Lenition) & UrG (Nasalization)
Overall Error in Usage
90 -~
Overall Usage ot
0 — Cenitive plural
Séimhid (Lenition) Urd (Nasalization Urd (Yasalization)
70 - Houns (Genitive Plural)
20 —
97 -
Nouns
“0 —f
Verbs Nouns
30 =
20 —
Verbs
10— |II
4]

CHART NO. !

The percentage of errors in the usage of certain categories is hardly better
than chance. The use of Urll in the genitive plural is omitted 70% of the
time - a very depressing statistic.

Although certain consonants may cause more trouble than others in terms of
articulation, it is quite obvious that it is the processes of Sé&imhili and
Urd as a whole that are creating the difficulties.®

These processes are usually conditioned by prefixes or preceding particles
but not necessarily so, especially in the verbs. The changes which are con-
ditioned by S&imhii and Url are summarized in the following tables:

Séimhid Urd
All stops become fricatives; s—+h and f +zero. P> t, k + b, d, g and

b,d, g » my, n, g
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ERRORS IN SYNTAX
Cause of Error

A Overall Cause of Ffrror

) o Overall Error in Usage

Fnglish
a9 = Influence

Breakdown of Erros Oue to English Influence

£0 —

Direct
Translation

50 —

YW The

Omission Copula "Is

of
Phrase

Indirect
Speech

Not
known

20 —
English
or
10 — Irish

Overgeneralization

Other

CHART NO, 2

In looking at the errors in syntax we see that the learner is guided more by
his knowledge of English structures and semantics and tends to make use. of
such structures when s/he is unsure of a certain expression in Irish. If
writing is this poor we can expect the spoken language to be much worse and
recent studies and research bear this out. What then are the conclusions we
can draw from such results? I think that we can argue that the oral discussion
between teacher and pupil and especially between pupils is of the utmost
importance in language learning. This oral discussion is far more useful
than the stage of writing and should be an integral part of every language
lesson. In this way we would eliminate many error types such as those we

Jhave been discussing here. I have nodoubt at all but that it is best to
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see the writing as consolidation of the oral stage. As a guiding principle
one might suggest that any lesson in which at least half of the time is not
given to oral work is a wasted opportunity for learning.

Hamayan et al. (1977) have concluded from their research that (a) learning

a second language is more effective when the language is practised and

(b) the interaction of the 2nd language among students encourages sociability
which may be more beneficial to the 2nd language learning process. This social
usage is a particular problem in the case of Irish, because of the social
patterns already established, through the use of English.

TESTING:

Before we can test someone we must ask ourselves what we expect of the learner.
What does it mean to know-a language? What it means in an Irish context is
that you must be able to answer questions in writing, mostly. If we want to
break this chain of events and help learners use the language, we must aim

to encourage students to interact through the new language about things that
vitally concern them, here and now, in the classroom rather than with native
speakers in some far away communication in the future. This is an important
fact and we must always ask ourselves how likely it is that any of our
students will ever visit the Gaeltacht, France etc. and even when they do

are they likely to use the language as native speakers do?

Teaching should not in my opinion be defined by the language syllabus the
learner should know or find useful, but by his social psychological develop-
ment as an individual. Should this oeccur it might restore a central educational
role to language teaching in addition to its academic and utilitarian roles.

We must also I think reconcile ourselves to the fact that some students above
the age of about twelve may never lose their foreign accents. If the leatners
speech is comprehensible, we should not insist on allophonic or intonational
perfection unless the student is planning to teach or to become a radio
broadcaster. Heresy! perhaps; but our acceptance of that suggestion would

save us and our students endless frustation. Rosalind Mitchell's conclusuions
in her paper (TEANGA I,1979) are very interesting with regard to the preceding
comments. Her conclusions are based on observations of teachers working in

the classroom. She concludes+ "The active correction of pronunciation errors

is not a centrally important teaching procedure' but "The active correction

of grammatical errors is a central activity of foreign language teaching'.

This state of affairs - the non-correction of pronunciation and greater
emphasis on grammar correction - must affect testing and the evaluation of
language. The tests that result will place all the emphasis on grammar and
perhaps meaning in the production of spoken language.

However, in Ireland modern languages including Irish are taught in a non-
supportive environment, often created by suspicious or hostile attitudes on
the part of parents and school administrators, unrealistic expectations on

the part of the learners themselves, low value assigned to a knowledge of
modern languages by the community, etc. In that learning context it may be
that the achievement of even a minimal level of communicative ability serves
as potent motivation and is a more suitable objective for the average learner.
Indeed, students often recognise active oral production as a central objective
in foreign language study, and state a preference for course options that
stress it. Though they would scarcely have the opportunity to engage in
authentic speech acts Irish second language learners may assign a high surrender
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value to a minimal level of ability in the use of the second language. By
granting minimal achievement in the language a high priority at the early
stages of instruction, they might be induced to persevere and, in this way,
attain greater overall profiency and knowledge than if oral practice were
deferred to more advanced levels.

The syllabus design that underlies the current design for 2nd language
materials and classroom practices is totally incompatible with the
attainment of communicative ability. Foreign and 2nd language instruction
is dominated by the teaching of language structure for its own sake. At

the end of the nineteenth century there arose, in reaction to the innovative
foreign language teaching approaches stressing the acquisition of functional
skills championed by Henry Sweet and F. Gouin among others, emphasis on the
teaching of grammar for its own sake. Since then, syllabus design practices
have given a central place to structural features of language (phonological,
syntactic and lexical). Firstly, the number of features selected for
presentation at any level is overwhelming, and far beyond the capabilities
of the learners to cognise let alone internalise. Secondly even in materials
that adopt a situational format, the situation presented, usually in the
form of a dialogue serves primarily as a vehicle for the introduction of
grammatical features that will be drilled in a particular unit.

SYLLABUS DESIGN:

In the absence of knowledge about psycholinguistic processes that guide 2nd
language learners and about the organisation and structure of speech acts,
it is difficult to abandon linguistic features in the design of syllabuses.
Four new orientations may be followed that lead more directly to language
use than to monolithic and paradigm-oriented linguistic features:

a) frequency and utility indexes,

b) intralinguistic analysis,

c) language acquisition and processing universals and

d) observation of second language learners.

Many learners of Ly reach a stage when their use of language becomes fossilised.
If this period of fossilitation is extended over a long period -~ then the
motivation to change in the direction of the target language is weakened.

This state of affairs creates certain tensions between teacher and learner

and the problems that arise are seldom solved satisfactorily. One of the
factors that helps the defossilisation programme is some extrinsic motivat-

ional aspect - such as gaining entry to certain jobs or to third level
educational institutions.

ACQUIRING wversus LEARNING L2:

We must now ask ourselves is what we are doing actually impossible? Is it
Jossible to create'native speakers' in a language learning environment such
as at school? It is highly unlikely that our success rate is going to be
very high and this is expected when we consider all the handicaps that the
learner of Ly has to overcome. The student and the adult already possess
an effective method of communication and have already formed concepts about
their environment. They do not hear the 2nd or forwign language continually:
for them, learning a second language is usually a collective, part-time
activity in artificial surroundings. Their attemts to communicate in the 2nd
language are more often than nct thwarted by their selfconsciousness, their
lack of knowledge or the disapproval of the teacher when they make incorrect
responses. They are expected to make fast progress in a language the sounds,
structures and concepts of which differ considerably from those of their first
language. Although they may have other considerations to spur them on, they
have neither the compelling motivation nor the unique situational opportunity
of the languageless infant.
A
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The two situations being so dissimilar, it would be unreasonable to suggest
that the order in which the child learns his mother tongue should nevertheless
be adopted for learning a second language. It may well be that it is the most
logical and the most effective method of learning a foreign language but it

is equally possible that teenagers and adults learn more rapidly from visual
than from aural materials (or from a combination of the two) and that a
different order of presentation and a different method of exploitation would

therefore be advisable. There is no evidence that one approach is superior to
the other.

WHY DO ACQUIRING AND LEARNING DIFFER?

Why do children acquire languages efficiently while adults learn them
inefficiently or so it would seem? Let us look at some socio-psychological
and neurophysiological factors that are involved.

SOCIO-PSYCHCLOGICAL FACTORS:

Young children, whether they acquire one language or more than one language,
enjoy socio~psychological conditions optimally suited to their task. Without
these conditions, the biological bases for language acquisition cannot express
themselves properly, as can be seen in so called "attic" children who do not

have language because of prolonged isolation from human contact. Let us see
what the major factors are:

a) Adults gear their speech to children by pronouncing distinctly,
by using simple grammatical structures, by referring to simple
and concrete concepts, and by often repeating essential items or
whole utterances.

b) The immediate family members are attentive and indulgent, and
provide warm emotional support to children. Children's 'errors'
are objects of delight, not of ridicule.

c) Sentences used with children are disambiguated-they are hardly
ever ambiguous.

d) The language is used continually in their environment.

e) The language is used by almost everybody that they know.’

f) And last but most important of all, we must realise that the
language(s) they are learning is/are the only means of communication
and they must use these languages in everyday activities - asking,
arguing, denying etc.

Tt is impossible,therefore, to have all these optimal and supportive
social-psychological factors behind you in learning L. So the 2nd language
learner is already 'doomed' to fail to a certain degree.

LANGUAGE ACQUISITION - CRITICAL PERIODS:

Not only does a critical period for language acquisition exist, but indeed
there may be a series of them. In the earliest period up to age six, the brain
rapidly matures while remaining very plastic. In this period most phonetics,
simple syntax and (concrete) semantics are established and people who learn
their second language before this age are often taken for native speakers,
especially in terms of their use of the sounds, intonation and rhythm of L.
After this period it is nore difficult to acquire a nativelike competence

in the area of phonology.
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The phonetic system is masterd earliest because it is the most basic yet
simplest component of language. There are only twelve to seventy phonemes

in any language, and almost all of them have to be put to use in any speech
act, allowing them sufficient time for consolidation. At this stage children
are incapable of, and have no need of, complex syntax and abstract semantics.

In the next period, between ages seven and nine, the brain is still in the
process of maturation, and hence is plastic, though less so than at an
earlier age. Even subtle phonological rules are mastered during this period.
Such complex sytactic features as passive negatives and embeddings are
established, building on the already established basic components. Semantics
of course grows continually.

In the third critical period, between ages ten to fourteen (and this is the
time at which many of our children begin to learn Ly) a child's syntax is
mastered to an adult level. In semantics use and organisation of words
based on abstract markers develop up to the age of puberty.

The suggested series of critical periods for L; acquisition has implication
for Lpacquisition and learning. A child younger than six is in the first
critical period. He has a good chance of acquiring nativelike competence in
the phonetics and basic syntax of Ly, including the use of simple grammatical
morphemes, because he is still in the process of establishing these components
in his L). The earliest established component, namely, the phonetic system

of L1, may cause some slight persistent interference ae early as age six or
seven, but it causes more and more persistent interference as the learner's
age increases. Some grammatical morphemes cause subtle but persistent inter-
ference perhaps from age nine on. Semantics causes occasional interference
mainly in the form of overloaded L) words coming to mind instead of L, words.
Learning abstract semantic markers, for which the critical period end: at a
relatively late age, if at all, should not pose difficulties for adults. I
think we must bear all these things in mind when we are evaluating the language
used by our learners of L,.

SLOW LEARNERS:

There 7. another group of important learners about which I would like now to
say a few words, namely, the slow learners. They make up about 10-20% (or
even higher) of our students, especially in the first three years of the
postprimary cycle. Such learners are problematic and the type of curriculum
that we have often ignores entirely the problems that they face. The follow-
ing six characteristics are usually associated with slow learners:

i) They have difficulty in recognising patterns in language.
ii) They cannot focus directly on anything - by sight or through
listening.
iii) Their attention is very poor - they are easily disturbed.
iv) They take a long time to grasp new ideas.
v) Their's is a short term memory - they tend to get bored very
easily.
vi) Since language is learned bit by bit, they make no headway at all.

It is quite obvious from looking at those six characteristics that slow
learners must be given a longer time to master new material and new skills.
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Slow learners should not be excluded fromsecond language learning but
their needs may be very different from those of the abler students.

I would like now to argue strongly for an entirely new syllabus for slow
learners - as there is a strong case for redefining objectives to meet
the pupils' different neceds. Clear and limited objectives should produce
more satisfactory results in their case.

There is one important fact we should bear in mind about language learning

, namely, that a very low correlation if any at all, exists between the
comprehension of language and I.Q. Bearing that in mind it sSeems to me
that the main emphasis for the slow learner should be on comprehension of
speech and that this skill should be developed to a very high degree. This
also points to a non-academic approach to L2 plus reading and a small amount
of oral practice. Teaching for them must be cyclic so that certain structures
etc. are repeated over and over again. The best way of assessing them is

by continuous evaluation and not to have them write everything down - which
creates all sorts of extra difficulties. The evaluation should be carried
out by their own teachers

EVALUATING THE LANGUAGE OF DEAF CHILDREN:

This is a most difficult job. We can divide deaf children into two groups =
those with a hearing loss of 90db or more and those with a hearing loss

in the range 50-80 db. The latter group can hear a lot of language with the
help of a hearing aid but still have a lot of problems with certain sounds
etc. The former group are quite isolated and the amount of language they
hear is minimal. They depend entirely on lip-reading for comprehension.
Reading is a recording of the oral conversation for deaf children. They

can often pronounce words without really understanding what they mean.

Deaf children in general have three main problems in using oral langauge:

i) Fau’ .y Rhythm which causes 30% of their speech to be incomprehensible.
Included in this is the proper use of stress which is so important
in English.

ii) Deletion and epenthesis of sounds which causes changes in rhythm -
hence blow becomes below etc.

iii) Word order and agreement or concord between certain words or parts
of a sentence. There is also a problem of semantics especially
in verb particle/preposition groups - run off, eat up ete. The
use of Tense and fspect in the verb are extremely difficult for
them. To the de¢f child in the chair, the chair in seem to be
pretty much the same. So why all the emphasis on word order?

Thergare no reliable tests that are satisfactory for the evaluating the
language of deaf children. The tests that do exist are vocabularv and
comprehension tests - but because of the poor production of speecu by

the deaf child and the way in which such tests are scored - I must

admit I find such testing most unsatisfactory. What we need are continuous

evaluation sheets - filled in by their teachers who understand them and
work with them daily.

1473
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So what can we conclude from all this? As I have said if the emphasis is
on written language, then cbviously our testing is going to be based on
the written form. The consequences of this may be quite destructive to the
learning of normal communicative oral language. I have also tried to show
that acquiring Ly} and learning Ly, may seem parallel in many ways but that
a great deal of caution is to be exercised in drawing conclusions about
shared similarities. The goals or objectives we set for our learners must
be attainable, well graded and realistic - above all the teacher has to
recognise the active contribution made by the learner regardless of what
the teacher wants him/her to do.

We might, therefore, come to terms with some general principles or guidelines
and draw some conclusions from what I have outlined for you based on the
most recent research in applied linguistics:

a) I would suggest language learning should be meaningful and realistic.
b) Translation, which is often used, is a specialised skill and is inapprop-
riate for the beginning language learner - to rely on as a method of
language learning. The problem with it is that it gets harder and
harder to throw away the longer you stick with it. If you are
reasonably competent in the language then you may find it quite

useful for certain purposes.

c) Language teaching should be done mostly in the target language.

d) Mimicry and memorisation and drill practice do not teach language-
they may sometimes be appropriate for a variety of classroom needs-
but generally disfavoured because of their mechanically, meaningless
nature, and their over-use by teachers. They are also'boring.and stilted.

e) The learning of vocabulary shoula pe dealt with in meaningtul context.
Retention is not requirec¢ of all items but continuous appropriate
usage is to be encouraged.

f) The first step in any language programme is to find out what the
students need to learn and define the courses of instruction and
the use of materials with these needs in mind.

g) Our basic aim should be to make every learner competent to some degree
in using communicative everyday language.

h) I would like also to suggest that language learning will not occur
unless the student is able, wants to and makes a personal commitment
to learn. No matter how you define motivation, it will be the
student's choice and decision that will determine his language
learning success.

The expectations of the teachers and the support of the parents will greatly
influence that decision.

154




Anglin, J.M., Palermo, D.S.
and Molees, D.L. : 1972

Asher, J.J. and Garcia, R.
1969.

Bailey, N., Madden, C. and
Krashen, S.D., 1974.

Cohen, A.D., 1975.
Corder, S.P., 1967.

Dulay, H.C. and Burt, M.K.,
1974.

Fromkin, V., Krashen, S.,
Curtiss, S., Rigler, D.,
and Rigler, M. : 19744,
Genesse, F., 1978.

Hécaen, H., 1976.

James, C. 1977.
Kessler, C. 1971.

Krashen, S and Seliger, H.
1975.

Krashen, S. 1976.

Lenneberg, E.H., 1967.

Leopold, W.F., 1939-1949.

Mitchell, R.F., 1979.

...ll_.
BIBLIOGRAPHY

Language acquisition from age five onward,
Psychological Bulletin, 78, 409-426.

The optimal age to learn a foreign language, :
Modern Language Journal, 53, 334-341,

Is there a "natural sequence' in adult second
language learming? Language Learning, 24, 235-2u3.

Error correction and the training of language
teachers. Modern Language Journal 59, 414-422,

Tre significance of learmer's errors. IRAL,S, 161-169.

Error and strategies in child second language
acquisition. TESOL Quarterly, 8, 129-138.

The development of language in Genie: a case of
language acquisition beyond the critical period,
Brain and Language., 1, 81-107.

Individual differences in second language learning,
The Canadian Modern Language Review, 34, 490-504.

Acquired aphasia in children and the ontogenesis
of hemispheric functional specialization, Brain
and Language, 3, 114-134.

Judgements on Error Gravities,: ELT, xxxi, No. 2,
116-124.

The acquisition of syntax in bilingual children,
Washington D.C., Georgetown University Press.

The essential contributions of formal instruction

in adult second language learning,: TESOL Quarterly,
9, 173-183.

Formal and informal linguistic environments in
language acquisition and language learming,: TESOL
Quarterly, 10, 157-168.

Biological foundations of language,: New York, Wiley.
Speech development in a bilingual child: a
linguist's record, Evanston, Ill.: North Western,

University Press.

Puptls' foreign language errors and teachers
error handling procedures, : TEANGA 1, 62-71.




0 Domhnalldin, T., agus
0 Baoill, D.P. 1978,1979.

0 Baoill, D. P. 1979.

1" " " 1980.

" 1" 1 1981.

1 " 1 1981.
Perkins, K. and Larsen-
Freeman, D., 1975.
Ramsey, C.A. and Wright,

E.N., 197u4.

Richards, J.C. (Editor),
1974,

Schumann, J.H., and
Stenson, Nancy. 1975.
Selinker, L. 1972.

Sridhar, S.N., 197S.

Swain, M. and Wescho, H.
1973.

Swain, M. 1975.

Taylor, B.P., 197u.
Taylor, M.M., 1874.
Taylor, I. 1978.
Wardhaugh, R., 1970.
Wardhaugh, R. and Brown,

H.D. Eds. 1976.

White, L., 1977.

-12-

Earr#idi Serfofa Gaeilge, I & II,

Error tendencies in Learmers' Irish, Papers in

Linguistics, Vol. 12, 3-4, Linguistic Research
Incorporated, Canada.

Buntéistf agus mibhuntéistt cineflacha dbtheangachais,

Teangeolas, 10, 23-26.
Cad & an nf earrédid?, Teagasc na Gaeilge 2.
Earrdidi Scriofa Gaeilge III, 1.T.E., B.A.C. 2.

The effect of formal language instruction on the
order of morpheme acquisition, Language Learning,
25, 237-243.

Age and second language learning,
Social Psychology, 99, 115- 12u.

Journal of

Error analysis perspectives on second language
acquisition, Longman Group Limited, London.

New frontiers in second language learning,
Newbury House Publishers, Inc.

Interlanguage, International Review of Applied
Linguistics, 10, 209-231.

Contrastive analysis, Error analysis and
Interlanguage : Three phases of one goal.
Studies in Language Learning, Vol. 1, Number 1.

Linguistic interaction: case study of a bilingual
child, Working Papers on Bilingualism, 1, 10-29.

Changes in errors: random or systematic?
Proceedings of the Fourth International Congress
of Applied Linguistics, Stuttgart.

Toward a theory of language acquisition, Language
Learning 24, 23-35.

Speculation on bilingualism and the cognitive
network, Working Papers on Bilingualism, 2, 68-12u.

Acquiring versus Learning a second language,
Canadaian Modern Language Review, 34, 455-472.

The contrastive analysis hypothesis, TESOL
Quarterly, 4, 123-130.

A Survey of Applied Linguisties, Ann Arbor,
The University of Michigan Press.

Error analysis and error correction in adult

learnmers of English as a second language,
Working Papers on Bilingualism, 13, 42-58,

152

I.T.E., B.A.C. 2.




-13-

LECTURE TO IRALL - 10th March, 1979

St. Patrick's Training College
Drumcondra
Dublin 9.

"Facilitation of Language Development in the Deaf Child"

Sr. M. Nicholas Griffey, O.P.,
Department of Education of the Deaf
University College

Dublin 4

I would 1like to begin by expressing gratitude to the members of

IRAAL who are NOT working in the field of speech and language
pathology for the sharing which takes place at these meetings. For
many years, teachers of handicapped children; especially teachers

of the deaf, had to soldier along in a very difficult field, without
help from other disciplines. Happily, this has all changed. My hope,
is that what I have to say may Be of some little help to those of you
who are not concerned mainly with the treatment and education of
language handicapped children.

The title of my talk has been chosen with deliberation. It indicates

a shift of emphasis in the approach to the development of language in

the child who, because of a hearing loss, fails to benefit from the
linguistic stimulation in his environment. I use language in the

sense of the child's inborn capacity to talk or to learn a mother tongue.
As you know, a baby who hears the language with which he is surrounded
can, through a combination of pretty complicated physiological,
neurological, emotional and social events, learn to understand what is
said to him and to speak his native language. The process which takes
place very early on in the life of the child is usually automatic.
However, when we view it from the standpoint of children who have problems
in learning their first language, then we realise that the task is quite

a complicated cne. We never refer to the TEACHING of a mother tongue to

a non-deaf child yet in the history of the education of hearing impaired
children we find that the teaching of language has been the main aim of
parents and educators alike. Faced with a child who could neither hear
nor speak, it was natural for the early educators io turn to the written
form of language in order to help those who were utterly dependent on
visual impressions. They invented an ingenious and unique system of non-
vocal communications by spelling each letter of words on the hand or,

as it were, a system of writing in the air, which involved the visual-motor
channel rather than the auditory-vocal one. It is significant that this
system of manual communication for the deaf was not widely developed until
the 18th century. Up to that time, the problem of developing language

in the deaf was considered insurmountable. Eventually, most forms of
manual communication consisted of finger-spelling and sign language.
Looking at the Irish system (1) which has been used here since 1846 - when
it was imported from France and modified to reflect English syntax - we
find that it consists of:-

1. Natural gestures

2. One hand finger-spelling
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3. Methodic or conventional signs which are usua?ly based on
the initial letter of a word. These methodic signs include
linguistic markers.

4. Signs which are a combination of natural gestures and methodic signs.

When a sign for a particular word is not available, finger-spelling

is used. The Irish system of manual communication is systematic,
derivative and has a modified linguistic structure. An American
linguist - Professor Stokoe of Gallauded College, Washington D.C. -

has noted similarities between it and "Signed English" currently used _
in the United States (2). This is not surprising because both

systems stem from the French form of manual communication. Other early
educators of the deaf emphasised the oral form of communication which
consists of the use of lipreading or "speechreading" to develop
receptive language and speech for expressive language. As in manual
communication, the written language was used as a basis. In the
teaching of speech an analytical approach or the articulatory method
was used. Through the years this structured and programmed method

of teaching language was used extensively. The child was taught
gestures, finger-spelling, arbitrary signs and writing. He was

helped to construct sentences according to a pattern - first in manual
communication with or without speech and then in writing. In schools
where the pure oral method was used, signs and finger spelling were
excluded. The sentence was programmed. It was divorced from conversation
and from the experience of the child. Nouns were taught first, then
adjectives, verbs, pronouns, active and passive voice as well as a host
of conjunctions and relatives. Grammatical terms were taught to seven
year olds. Likewise, the approach to speech teaching was analytical -
beginning with phonemes which were programmed so that there was a
definite order in which they were taught. From phonemes the child

progressed to syllables and finally to the utterance of words, phrases
and sentences.

When I first entered the field of education of the deaf in Ireland, manual
communication was used in the schools. The teaching of language was

highly structured with emphasis on the grammar of the traditional linguists
(3). We concluded that, by teaching language as we ourselves had learnt

a foreign language, our pupils would develop a mother tongue. I had learnt
French and Latin from the written form and this was considered a good
preparation for the teaching of English to deaf children. At that time
instruction began when the deaf child was seven years of age. There was

no pre-school guidance for parents. Somehow, it was assumed that ONLY
teachers could teach language to a hearing impaired child. In the school
great- stress was placed on the accuracy of the adult medels of sign
language. Teachers were expected to be proficient in signing as well as

in reading back sign language. It was maintained that inadequate models
used by adults constituted an additional handicap for the deaf child. As

a young teacher, I was expected to sign in conventional English at all
times - the order of the signs being the same as that of the words. It
was, however, a great disappointment to me to discover that, among themselves,
the children resorted to non-linguistic forms. The language they used

was situation linked, crude and pictographic. When accuracy was required
the message was written dcwn. (In fact, this is still true in the case

of even those deaf people who are expert signers). Stokoe refers to a

Tow and high version of American Sign Language. The same can be said of
the Irish system. I must confess that I used the low version when I

wanted to get a message across quickly. Of course, I was then re-inforcing
patterns which differed considerably from the acoustic language patterns

of the environment. I was shattered when I discovered early on in my
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teaching career that my pupils did not always understand when I

used correct sentence patterns. They singled out key words - usually
nouns - while they failed to grasp the significance of structure words.
I very quickly realised that I had to TEACH language.

There is much controversy today concerning the mode of communication

best suited to the needs of the hearing impaired. Those who advocate

the use of speech accompanied by manual communication or "total
communication", as it is now called, maintain that it will enable

deaf children to reach higher levels in language. This view is

challenged by those who advocate a pure oral/auditory or an auditory/oral
approach. While not wishing to dwell on the current controversy, 1

would like to say that, as a practitioner, I do not support the introduction
of supplemental manual communication - be it systematic sign language,
finger-spelling or cued speech (which is a manual system related to

the phonemic system) - fer pre-lingually deaf children as soon as deafness
is diagnosed because I believe that perceptions are adversely affected
when simultaneous oral and manual presentations are available to

children who are developing & mother tongue. Neurologically speaking,

it must be extremely difficult for the brain to cope with two quite
different systems. If a child is to learn to use spontaneous speech he
must be expesed to consistent, meaningful and pervasive rhythmic speech
stimulation. His level of attainment will depend on maximum exposure

to speech and oin early speech production. Like the non-deaf child, the
deaf child learns to talk by talking. When using 'total communication'

I find that deaf children are more interested in manual communication than
in speech signals. This is understandable. Manual communicaticn is

more attractive, is seen with comparative ease and is more static than
running speech. In the 'total communication' environment, the deaf child
tends to neglect the use of any remnants of hearing which he may have,
with the result that signs and finger-spelling predominate ‘n his thought
processes so that speech is rarely spontaneous and his lip-reading skills
are poor. This is a great disadvantage to the deaf person who, unfortunately
for him, has to live in a hearing world. Research has clearly shown that
deaf adults who speak and lip-read well have a higher professional
standing and a wider range of vocational opportunities open to them.

Here I would like to refer briefly to hearing loss so that we may have an
understanding of the term "deaf" as I use it. Hearing impairment may

be regarded as a continuum ranging from a mild impairmant to total deafness.
Language and speech development will vary from the practically normal
production of the child with the mild hearing loss to the laboured and
unnatural speech quality and esoteric language patterns of the profoundly
deaf. Even with the use of a hearing aid, the child with high frequency
loss will characteristically omit the sibilants and some stop consonants.
The child with the loss in the Tow tones will tend to produce incorrect
vowel sounds. In the case of the mildly and moderately hard of hearing,
perception of speech by audition may be appropriate; for the hard of
hearing with a more severe loss, audition, supplemented by vision or

"visual listening" may suffice. For the profourdly deaf, the main avenues
for the speech code are vision, sound perception, touch and kinaesthesis.
The 90 dB level is critical. Children who are hard of hearing are more
auditory than visuat. Their hearing loss is above 90 dB. They are
"hearing beings" while the deaf are "visual beings“. (Recording of
filtered speech). I want to concentrate on the deaf because their hearing
loss is so great that its implications from the point of view of language
learning are hard to grasp. The child with an auditory channel which

is almost completely blocked so that the auditory development and comprehension
of speech and language, with or without amplification from an early age,
are precluded, is one of the greatest educational challenges.
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Since World War II, some drastic changes have taken place in the
field of the education of the deaf. Because of technological
advances we now have more powerful and more efficient hearing aids.
Hearing loss in children can be diagnosed in the early months

of 1ife and a baby can be fitted with hearing aids in the first
year of life so that he is experiencing sound at a time when he

is physiologically constituted for the development of a mother
tongue. The deaf child will not hear speech but he will receive
sound cues which enable him to get information with regard to
duration and intensity of speech. He will thus be helped to get
rhythmic patterns which are essential for language development.
Parent guidance is also available. The guidance is more parent
than child-centred because the mother needs help to ensure that
the Tinguistic environment is conducive to the development of
language. Language and speech are not separated - speech is now
treated as language behaviour. Our primary aim is not to improve
speech - at least initially - because we are more interested

in the psychological progresses which regulate speech. UWe are,

in fact, facilitating the development of a mother tongue. Findings
in the field of psycho-linguistics have helped teachers of the
deaf, especially over the past ten to fifteen years. It stands

to reason that data from normally hearing children should provide
basic information against which the non-communicating child (or the
one with deviant language patterns) can be compared. To me, the
following factors which find support in psycho-linguistic theory
are important if deaf children are to acquire language.

(a) The Quality of Environmental lLanguage

There is sufficient evidence now to show that, if the speech input
is right in the case of a deaf baby with intact central nervous
system and no additional handicap, he will go through the normal
stages of language development though, of course, his progress will
be much slower than in the case of the baby with normal hearing.

Whereas in the 1940's we were told to fit children with hearing aids
and, "talk, talk, talk" - now we are paying more attention to the
quality of the speech stimulation. Recently, professional workers
have been emphasising what Bruner (4) has referred to as "inter-
subjectivity" between mother and child as an important ingredient

in the language acquisition process. Early pre-language interaction
is social and affective.p, It leads to the building-up ~¢ a world of
attention between pareni/child. Mother observes the baby; she
follows his attention; she assumes intention on his part as she
verbalises. She carries on an endless conversation with the baby

who 1is beginning to talk. There is a circular reaction process at
work. Mother stimulates the baby who then responds. The response

on the part of the child provides motivation for further stimulation
by the mother. A Mother who receives no responses to her stimulation,
as is the case when the baby is deaf, is under great stress. She

is not Tikely to persist in interaction unless she receives support
and special guidance in the early post-diagnostic period especially.
Once deafness is suspected and confirmed the mother may change in her
attitude towards the deaf child. This is one of the disastrous
results of early profound deafness. Accumulated feelings of tension
in parents are often the basis of poor language development in pre-school
children. If a deaf child is to make progress, the parents need help
to accept him and to provide an environment which will contribute to
the development of healthy parent/child relationships. Conversation
tends to develop automatically in the case of the non-deaf child

but, in the case of the deaf child, it must be consciously developed
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by the mother. She uses what Van Uden (5) calls a "seizing method".
She follows the child's interest. He makes a gesture “car".

The mother responds - "You want tc go in the car! Oh, Daddy did

not come yet. Let's see. Open the door............ *. The child's
speech behaviour is shaped by the response of the enviromment.

Helen Keller - who was deaf and blind from the age of eighteen

months - was taught in this way by her teacher. Helen writes:

"If I did not know the words and idioms necessary to express my
thoughts, she supplied them; even suggesting conversation when

I was unable to keep up my end of the dialogue". This is very
different from the type of identification language which teachers

of the deaf used in the past:- "This is a ball.... This is a baloon".
Now we are advised to use anticipatory language. We want to teach

the word 'car'. We ensure that the child has a toy one. One day

we hide it; the child looks for it. Then we can introduce questions
such as - "Where is the car", "Is the car upstairs?", "Is Daddy's
car outside?". Another way is to advise the mother to change a daily
routine in the 1ife of the child. Try to explain - "Today we are
going to see Granny". Produce & picture. We then wait for a reaction
from the child - be it a gesture or a spoken word. A transformation
of the child's utterance is then made. "We are going in the car.

It is outside........ " The same approach is followed in the Nursery
class for deaf children. Teachers then keep a written record of
conversations with the children. They can be written in comic strip
form or in "baloon writing". The written language is more a support
to the spoken language. These written conversations help the child
who may have short term memory problems. They are intuitively understood
by the deaf child as a result of experience which includes oral
communication or conversation. To quote from Van Uden - "Only a method
of language acquisition can be recognised as psycho-linguistically
correct and effective which places convarsation and not the sentence,
in the centre of the entire didactic activity. The child does not
learn language because he receives instruction in its use, but because
it is part of his daily life and experience. Talk is the basic form
in which language is manifested.

The type of speech patterns used in the environment is also .uportant
for the deaf child. We know that normally-hearing children who are
learning to talk are exposed to parental language which differs
considerably from family to family both in style and amount yet virtually
all learn the grammar cf their native language easily. McNeill (1966)(6)
referred to adult speech, which children have tv process, as being a
completely random, haphazard sample, in no way contrived to instruct

a child in grammar. Since then, several studies have shown that, on

the contrary, there is a specific style of speech which is used in
addressing young children learning to talk. It is adopted not only

by parents but by other adults with little experience of children and
even by children as young as five years if they are speaking to children
under three. Drach {1969) (7) pointed out that the language everyone
uses to young children has shorter, syntactically simpler sentences,

a smaller vocabulary and slower delivery than adult to adult speech.

It is also more repetative (Kobashigawa, 1969) (8), more redundant,
makes more use of concrete references, less use of pronouns and seems
designed to assist the young child in identifying grammatical categories
and phrase units within sentences (Snow 1972) (9); Frazer and Roberts

- 1975) (10). The recent findings cf Howarth (11) in the area of
parent/child and teacher/child verbal interactions in the case of deaf
children are similar. Formerly, teachers of the deaf and parents used
very simple sentences and exaggerated speech patterns in their anxiety
to get children to lipread. Now they are encouraged to use the normal
adult pattern. It is esseqlf§Trthat the rhythm of speech be present
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to a marked degree for children who, through their low note hearing,
can perceive this important feature. The perception also of
intensity as it relates to stress is possible for this type of child.
In this way a lip-reader is helped to know the intention of the
speaker. A deaf child, in the absence of these cues perceived
through sound perception, is not aware, for instance, of the
different meanings attached to the following sentences:

Mary will go home on Friday
Mary will go home on Friday
Mary will go home on Friday

Such acoustic information is a great help to the deaf child. The
environmental language has a direct bearing, too, on the type of

speech production among deaf children because perception and
reproduction of speech must be regarded as two processes which are
closely linked. A11 types of hearing impaired children learn to

talk by talking as well as by observing the speech movements of

adults and siblings. Speech production facilitates the perception of speech
when both are trained together. Lipreading, for example, can

be well nigh impossible for a deaf person who has never learnt to

speak. The deaf child must have constant repetition so that he is

able to transfer information gained through residual hearing, vision,
vibration-feeling and tactile impressions, into his own speech

movements or articulatory acts. He internalises for his own use what

he has seen, heard and felt of his own speech movements as well as

those in his environment. His parents and teachers act as monitors.
Later he becomes dependent ¢n an internalised model - or kineasesthesis -
in order to check his production. In the case of the pre-school

and nursery-school deaf child, speech acquisition is regarded as a
developmental process. The child imitates the speech of his environment.
His efforts will be approximate. When fluency has been established,
intervention takes the form of isolating defective sounds and perfecting
them. The correct form of the sound must be automatic as a result

of therapv. As quickly as possible it is replaced in words, otherwise
the utterance will be laboured and unnatural because a given speech
sound is not represented by a fixed acoustic pattern in a speech wave.
Automatic blinding of phonemes which results from practice in speech
drill is necessary for intelligibility. By autcmaticity in articulation
the deaf child will achieve a rate of utterance which approximates that
of normal speech. There is a correlation between 'quick' speech and
intelligibility in the case of the deaf child (12). This is an area
where the teacher of the deaf is concerned with the production as
distinct from perception. Some teachers, however, do not approve of
any kind of intervention as they believe that the speech will be more
natural if the child is allowed to make use of available cues rather
than concentrate on individual speech sounds. I think that intervention
s necessary but the time when it shculd be introduced depends on the
quality of the child's utterances and his hearing loss. 1In teaching
speech to hearing impaired children we realise that the production will
deviate from the normal since their problems in perception affect

their production. The speech of the child with residual hearing will be
intelligible to naive listeners while that of the profoundly deaf will
be understood by the family, a particular school, friends and co-workers.
Inexperienced listeners will not understand the speech patterns until
they become familiar with them. The various studies that have been
undertaken since 1940 have shown that poor levels of speech achievement
among hearing impaired children are commonplace. The typical errors
relate to respiration, phonation and the rate of utterance. '
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One of the important developments in the field of the education of
the deaf which one would like to see in the future is the producticn
of a satisfactory model for the production of intelligible speech.
This may be achieved if a developmental approach, coupled with an
emphasis on the phonetic level, is used. If, in phonetic practice,
the child is enabled to produce sound patterns automatically, then,
in phonological speech, conscious attention can be directed to

what the child wants to say. With a set purpose in producing speech,
rate of utterance, phonation and respiration will be dynamic. I have
called this approach "natural intervention", suited to the age level
and the speech quality of the child. It will not work, however,
without suitable and adequate environmental stimulation from an early
age. Frequency of language usage is an essential component of the
Tinguistic environment of a child. It is missing in the case of the
deaf child so that steps have to be taken to make up for this serious
deprivation. Reading is one of the main ways of compensating. For
him, reading of dialogue can make up for the lack of incidental
cenversation in his life. This type of reading has been referred to
as “visualised conversation". For young children it is a reading

of a conversation which has been understood and which is related to
personal experience. For older children it is a means of entering
into conversation with an author.

(b) Discovering the Structure of Language

To me, the most startling change in our approach to teaching language
to the deaf is the use of natural methcds and the emphasis on the
deductive method in order to develop structure. The non-deaf child
finds the structure of the language for himself. He discovers the
rules. We know this because he often misapplies them. Following

a developmental programme with the deaf child, we encourage him to
discover structure only when he has established some oral language.
The pupil may then be eight or nine years of age so that he is reading
and writing. He reads aloud or his teacher reads to him. By this

he is helped to find the accent groups. He makes a collection of
similar structures. When he is ready to learn the rules by a process of
deduction, he is given grammatical terms. This is a far cry from the
structured approach referred to earlier. It is based on modern psycho-
linguistic principles. Yet, as far back as 1879 (13) an Irish teacher
of the deaf - Father Thomas McNamara, C.M. wrote the following which

I would 1like to read for you because I am convinced that it is relevant
to all language learning.. "I have no hesitation in saying that the
system that dispenses with grammar until the children have made considerable
way in learning language is preferable to that which mixes up the
learning of grammar with the learning of language. Grammar- what is
its object? 1Is it not to regulate the us2 of language? But, language
to be fixed and regulated must already be in existence. It was in

this order that we, speaking people, learned language first and grammar
after and, if we were required to learn grammar at the same time with

language, our progress in the latter would have been very slow if at all
possible.

The greater part of mankind dispe-ses with grammar in the use of language.
Either they did not learn grammar at all or, if they did, they forget it.
How few are capable of applying the rules of grammar or even would be

able to recite the parts of speech? Yet they use language for the ordinary
purpose for which it is destined.

We are witness here in Paris of constant examples bearing upon the

subject. A family comes to spend a year or two chiefly on account of the
young people, that they may learn French in the French capital.
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They have a servant or two with them. What occurs? The best teachers
are employed for the members of the family, to teach them scientifically
according to grammar, whilst the servants are allowed to get on as well
as they can amongst the servants of the hotel or the house. A year or
two passes over and who are the most expert in speaking French? The
young people of the family or the servants; those who are taught
scientifically or those who-are taught by the mere practice of speaking
or, in other words, by the use of the language? Experience is there

to give answer and to bear testimony in favour of the servants".

l.anguage Disordered Children

Although my training and experience are mainly in the field of audiology
and education of the deaf I am also interested in language disordered
children - especially those with a predominantly receptive problem.

In 1954 when I was working in a School for the Deaf I discovered that
these were children enrolled in the classes who did not respond favourably
to teaching methods found to be effective with their peers, despite the
fact that there was empirical and clinical evidence to show that their
intellectual potential was within normal limits. Their ability to solve
environmental problems was as good, if not better, than that of the most
successful oral pupils. It was possible to rule out emotional disturbance
or lack of stimulation or motivation as primary factors related to their
poor achievements in language learning. Faced with this paradoxical
situation, a closer analysis of the children's functions was begun in
order to determine the most appropriate type of educational treatment for
them. This study (14) revealed some of the specific difficulties in the
area of perception which are now considered characteristic of this group
of neurologically impaired children that have been described as 'language
disordered'. In the 1950's however, many questioned the very existence

of a developmental language disorder, something that is now internationally
recognised as a communication disorder in children.

Language disordered children have two main characteristics which I would
like to refer to:-

(a) Impairments in aspects of auditory perception necessary for language
learning.

There is evidence that the child with neurological disorders deals with
incoming speech signals in a deviant manner. He cannot listen rapidly.

In his case, peripheral deafness is often suspected because of his lack of
interest in environmental speech and language. These children behave as

if they have a hearing loss yet it is quite obvious that they respond to
noise rather than speech. Audiometric evaluation shows three types of
children in the group. Those who have normal thresholds for pure tones;
those who have an established hearing loss which is usually in the higher
frequencies and those who show a marked hearing loss. I have worked with
all types. Most of them were wearing hearing aids but, after a period of
intense ‘traini~g in listening in slow speech, isolated phonemes, syllables,
words and finzily sentences, I was satisfied that some of them had normal
hearing. Yet they had previously accepted high amplification without showing
discomfort, as if they suffered from recruitment of loudness in reverse!

We have much to learn about the perceptual behaviour of children with
neurological disorders.

(b) The second characteristic I have noted in language disordered children
is defective short term memory for speech. They cannot remember a succession
of sounds that make up a word. If we ask them to repeat a series of babble
sounds, they cannot do so accurately. Oral dyspraxias are common among them.
Their first repetition of a word may be correct but, because of poor meinory
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span, they do not persist in producing the sounds accurately. Paula
Menyuk (15) compared a group of normal children and a group of language
disordered children in their ability to repeat sentences. Deviations
were found among the latter group and Mempkspeculates that the
difference appears to be due to defective memory for speech. She notes
that, in some cases, the children repeated one or two words in a sentence -
usually the final word or words. This is characteristic of the language
disordered child. He forgets the beginning of a sentence by the time

the final words are uttered. He appears to listen to every sound and
then fails to hold these sounds in memory. He seems unable to anticipate
or feed forward as in the case of a normal Tistener. As a result, he
does not acquire language unless he receives intensive training in the
phonological, syntactical and semantic aspects of it. If langquage
disordered children are to be helped with the perception and reproduction
of speech, they require an analytical approach. Instruction in
perception and reproduction of speech begins with isolated phonemes.

The child lip-reads, reads, writes, utters and listens to a particular
phoneme until he is able to discriminate. Then phonemes are put
together to form syllables and, finally words. There seems to be a
concensus of opinion now that the language disordered child requires an
analytical and highly structured approach. Eventually, the child reaches
a stage when he can receive and produce environmental language. I am
convinced that the initial exercises are crucial. Many teachers hurry
cver them because they are unused to such a structured approach. As in
the case of the hearing impaired child, early intervention is essential.
However, a conclusive diagnosis of a language disorder is usually not
made until the child is about four years old. A team approach to diagnosis
is essential. The milder forms of the problem are not easily recognised,
yet all teachers should be aware of them as pupils who have a problem in
learning a mother-tongue may be expected to reach normal levels in a second
language with resultant stress for pupils, parents and teachers.

Deaf Children with Multiple Handicaps

Mentally handicapped deaf children and those with additional handicaps such

as blindness and cerebral palsy need very special treatment if they are

-to reach their highest human level. With them manual communication is used.
Some will learn systematic sign language while others - such as the menta]]y
handicapped deaf blind are capable of learning mere signals. In their case,

a broad view of language is taken. That is, the sending of messages from

one person to another. This includes facial expression, eyepointing, gestures,
mime, finger-spelling, sign language, writing, drawing, lip-reading and

speech.

Hearing impaired children are individuals whose educational treatment needs
to be designed to suit their special communication problems. An individualistic
approach by teachers who are well aware of psycho-linguistic principles can help.
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OBSERVATIONS ON THEMATIC INTERFERENCE BETWEEN IRISH AND ENGLISH

Markku Filppula

Department of English, University of Joensuu, Finland

The language situation in Ireland presents a fascinating field of
study from a general linguistic point of view: what happens when two
languages come into contact which have, first, a different basic word
order (VSO and SVO) and, second, different THEMATIC systems? The two

systems are, of course, interdependent to a large extent, as we will
see.

By thematic systems I mean the language-specific devices that a
speaker may use to organize his utterance as a message, which is syn-
tactically and semantically well-formed and, besides that, appropriate
in the given context. A central idea in this kind of pragmatic or
functional approach is the division of clauses into “theme" and “rheme".
In the definition of these I have adopted a position which originates
from a Finnish Tinguist, Nils Erik Enkvist, and which is fairly close
to that of Michael Halliday. A theme is defi?ed as the FIRST part of
the clause, extending usually up to the verb. It may consist of a
number of "subthemes", which are normally sentence-initial adverbials.

A rheme is, quite simply, the rest of the clause in this binary system
(Enkvist 1976, 63-4 n.).

Enkvist also makes an important distinction between the concepts
theme and "topic", which are often used as synonyms. A topic is a con-
stituent which also occurs at the very beginning of its clause, being
preceded only by connectives and conjunctions, which at the same time
can be regarded as having been FRONTED from some other, less MARKED,
position, and which, fing]]y, does not tolerate any other fronted con-
stituent next to itself.” A clause-final constituent similarly moved
to clause-final position would be called a "comment". If there is a
topic in a clause, it is considered to be part of the theme (ibid.).

There is one more formal criterion which helps to distinguish
between theme and topic: topicalizations, i.e., the fronting operations,
never change the SYNTACTIC relations within a clause, as opposed to
thematizations and rhematizations, i.e., the operations leading to the
choice of theme and of rheme, which may (ibid.). The following ex-
amples perhaps clarify the point:

! In a VSO language like Irish, the verb is usually the theme.

2 Adverbials sometimes present special problems. Here, too, I have

followed Enkvist's classification of adverbials into adverbials of
“setting" and "valency" adverbials (for discussion, see Enkvist
op.cit., 54-6). Another clue is the placement of main sentence
stress (which marks the information fancus): if it falls on a clause-
initial adverbial (excluding the so-called sentence adverbials),

we are dealing with adverbial topicalization.
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1.a. These men built the house.
1.b. The house was built by these men.

In 1.b. the thematic structure of the clause has been r _versed through
a syntactic change (by choosing the passive). This is NOT an instance
of topicalization; that occurs in 2.b.:

2.a. They were big giants of men in them days.
2.b. Big giants of men they were in them days.

Here the difference between a. and b. is not one in the syntactic func-

tions; big giants of men remains the subject complement in b., which is
thematically marked.

The functions of the theme-rheme and topic-comment systems are to
help to embed a clause or a sentence in its textual and situational
context. The theme is often - though not necessarily - "what the sen-
tence is about"”, and it usually conveys "given" or "known" information.
The rhematic part of the sentence often carries "new" informatjon. Top-
icalization serves such purposes as emphasis, contrast, or the linking
of a constituent with the previous text (ibid.).

The thematic systems of Irish and English differ in some crucial
respects. First of all, the possibilities of thematization are more
restricted in Irish than in English because of its very consistent
verb-initial word order. Stenson (1976, 269) notes that Irish lacks
most of those thematic movement rules which involve a change in "basic"
word order or in syntactic relations within a clause such as Tough
Movement, Raising, Dative Movement, There-Insertion, Passive, and
Topicalization (in a narrow sense, cf. below), all of which are found
in English and other Indo-European languages. Left Dislocation and
Extraposition are both possible in Irish, but even they are subject to
severe restrictions.

Another striking difference is in the ways in which contrast and
emphasis are expressed. Irish again displays some peculiarities not
shared by English or most other Indo-European languages. According to
Professor Geardid Mac Eoin (personal communication}, Irish does not
use sentence stress to convey contrast or emphasis; instead, either
word order or certain synthetic particles are employed. Ahlqvist
(1977, 274) also points out this special feature of Irish. What is
meant by word order arrangements here, is the fronting of the consti-
tuent to be contrasted or emphasized, i.e., topicalization. Here,
too, Irish has its own restrictions: the rigid VSO order and the con-
sequent pressure of inserting a verbal element even before a fronted
constituent has led to a near monopoly of the so-called copula (cleft)
construction as the means of topicalization. In compensation, the
use of the copula permits the fronting of almost any constituent of
a clause, with the notable exception of the finite verb, which would
have to be transformed into a verbal noun in order to be clefted.

(For a discussion of the Timits of the Irish clefting system, see

1 I will be using the term "topicalization" to cover cleft construc-

ticns as well. The stresslessness of the copula is (and of the
introductory it is in English) and its frequent omission point to
the same basic fronting operation as in "simple" topicalization
despite the surface-syntactic differences. It would hardly make
sense to consider the copula as the theme of its clause, which
would be the case with a "full" verb.
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Stenson op.cit., 150-3). In English, topicalization, either with or
without clefting, is often blocked by syntactic restrictions unknown
in Irish. It is particularly hard to topicalize constituents which
have a close bond with the predicate verb, or which belong to certain
parts of speech. This is why contrastive or emphatic sentence stress
alone, without any change in the word order, is used in English as an
important alternative of thematic marking.

A third difference follows directly from the foregoing: in Irish,
the THEMATIC part of the clause, the clause-initial field, is the most
central and frequently used means of giving emphatic or contrastive
colouring (through topicalization), whereas English employs - as it
has to - more alternative means. The special role of the thematic
field in Irish is also seen in certain clause-types, such as clauses
expressing classification, ownership, or identification. These all
share the peculijar feature that, in the unmarked case, the NEW infor-
mation carried by the constituent immediately following the copula PRE-
CEDES the GIVEN information conveyed by the rest of the clause. This
is an obvious counterexample to the often cited universal principle

(see also Stenson op.cit., 201 n.), and it may have had a certain in-
fluence on Hiberno-English.

It is these differences between Irish and English that have pro-
vided the theoretical basis for my empirical study of interference
phenomena in Hiberno-English (H-E). In order to be better able to
document traces of the substratum influence of Irish, I ?ave compared
three H-E dialects, those of Kerry, Wicklow, and Dublin. A compara-
tive method was chosen, because not all of the interference phenomena
are QUALITATIVE, and even those which are have often a QUANTITATIVE
aspect: they may have optional Standard English counterparts, or they
may be only seldom used. The quantitative aspect is particularly
relevant, since the interfering thematic systems of Irish and English
are both structurally and functionally close to each other.

There were four informants from each dialect, their ages varying
from 54 to 81 years. None of them had any more than National School
education. No questionnaires were used in gathering the corpus, since
the aim was to obtain discourse material which was as natural a-
possible. To further minimize the negative effect of an openly re-
corded interview, I worked under the pretext of studying the local
traditions. The topics of the interview were, however, more or less
the same: they included aspects of the personal life of the informant,
local affairs, traditions, and views on the future. The lengths of
the interviews varied from 25 minutes to 1} hours, the totals being
4 h 25 min for Kerry, 3 h 45 min for Wicklow, and 2 h 35 min for Dublin.

The criterion for choosing these dialects was the assumed STRENGTH
of Irish influence. Kerry, or more exactly the district round Caher-
daniel near the Gaeltacht area of Ballinskelligs, represents here the
most recent and most direct impact of Irish. Al11 the informants had
spent their childhood in a strongly bilingual environment. They still
knew some Irish, although it is not spoken there any more. Their first
language had always been English. Wicklow, and there the district of

1 I am indebted to Professor Alan Bliss of University College, Dublin,

for his invaluable help in the planning of this project.
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Calary, is a place in which Irish died out as early as the mid-eigh-
teenth century. Here the informants had virtually no knowledge of
Irish, and three out of the four had not even studied it at school.
Dublin, finally, might be assumed to be at the weakest end of the con-
tinuum of Irish influence, being most open to the outside world. The
informants here, too, had very little or no Irish.

In addition to the H-E dialects mentioned, I have gone through a
British English corpus of 2% hours of length. This was collected by
one of my English colleagues, and it consists of the openly recorded
interviews of five people whose speech can be taken to represent Edu-
cated Standard English. Their ages varied from 40 to 73 years.

In discussing the results of the comparison, 1 will limit myself
to what appears to be the most prominent area of interference, viz.,
TOPICALIZATION. This includes both cleft constructions and frontings
without clefting, as was noted above.

Cleft constructions taken as a whole turned out to be most fre-
quent in the Kerry dialect, which was quite predictable. The rela-
tive frequencies have been counted in relation to a time unit, which
is here 45 minutes (this being the recording length of one side of the
type of tape used, and the most frequent length of interview). One
could, of course, count the numbers of tone-groups, or even words, but
I do not think that that would change the overall picture. In Table 1
I have given the average frequencies of clefts per speaker per 45 min-
utes. I have not included the so-called there-clefts, nor pseudo-
clefts; the former, incidentally, were also most frequent in Kerry.

Kerry 14,8
Wicklow 6,5
Dublin 5,3
British English 2,0

Table 1. Average frequency of clefts per speaker per 45 minutes.

On the basis of the above figures, one cannot discern any significant
difference between Wicklow and Dublin, but Kerry English and British
English seem to form categories of their own. This, I think, clearly
points to the continuing influence of the thematic systems of Irish
on Kerry speech, and, to a lesser extent, on H-E in general. Certain
qualitative features of H-E clefts, which 1 will discuss below, pro-
vide more evidence towards the same conclusion.

Most of the H-E clefts serve the same functions as in Standard
British English. 1In one type, the focal ‘onstituent receives con-
trastive or emphatic stress, and it usually represents information
which is new or contrastive. The that-clause, on the other hand, is
normally weckly stressed and generally carries information which is
either known or knowable from the context. Prince (1978, 896) calls
this type the "stressed-focus it-cleft". Ex. 3, which is from Kerry
speech, illustrates this (for explanation of the transcription symbols
used, see the appendix):

3. /since we got our own independence/.../it have died away/, A
/it is more English/./they are speaking now/
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However, H-E clefts sometimes have qualitatively distinctive fea-
tures, which in this particular type of cleft is manifested by greater
syntactic freedom. The focal constituent may be a subject complement,
an adverb of manner, or even (part of) a verb phrase just as in Irish
(for a discussion of Standard English restrictions, see Quirk & al.
1972, 952; Emonds 1976, 133). There were very few instances of these
in my corpus, but similar observations by Henry (1957, 193) support the
existence of these patterns in H-E. In ex. 4 from Wicklow we have part
of a periphrastic verb phrase as the focus. This sounded very odd to

my two English colleagues, whose intuitive judgments I have relied on
here.

4. /ah very little's (i.e., few farmers) give up farming round =
this area/a/it's looking for more land/ a lot of them are/

Another striking feature is the indifference to the sequence of tenses,
which is seen in examples 5 and 6 from Kerry:

5. /I think/,/this year./s/this year he bought it/.
Q/isn't it Tately he bought that/

6. /I and my brothers didn' go to America/./but all my./
/all my uncles went to America/ia /I remember/I remember =
when I going to school/./I remember it's three of my uncles =
went away/ /three of "m/

The second major category of cleft constructions consists of cases
in which, first, there is no implication of contrast, or at most an in-
direct one, and, second, the that-clause is normally stressed. As to
the presuppositions, these clefts differ from the stressed-focus type
in that the hearer is not expected to KNOW the information in the that-
clause. According to Prince, "the whole point of these sentences is
to INFORM the hearer of that very information" (Prince op.cit., 898).
Rather more precisely, the function of such a sentence is to present
a piece of information as FACT, as something which is commonly accepted
and already known to some people, but not yet to the hearer (ibid.,
899-900). For this kind of cleft Prince uses the term "informative-
presupposition it-cleft". Surprisingly enough, qrammarians have almost
invariably overTooked this function of clefting. Examples 7 and 8
from Prince (op.cit., 898, 902), and ex. 9 from my Kerry corpus perhaps
make the distinction clear:

7. It was just about 50 years ago that Henry Ford gave us the
weekend... he decided to establish a 40-hour week, giving his
employees two days off instead of one.

8. But why is the topic so important? Apparently, it is the
topic that enables the listener to compute the intended ante-
cedents of each sentence in the paragraph.

9. /and there's a holy well there'n/ that well was that he./
/it is there he used bap./ he was a./err he was a monk/a
/a holy man/s/and it is there he used to baptize the =
chiTldren/

Note that in ex. 9,. the focal adverb there does not receive contrastive
stress (Prince's examples have been taken from written sources). Prince

1 Despite occasional borderline cases, the difference in presuppcsitions

is usually clear enough to warrant the distinction.
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mentions some other characteristics of this type of cleft, which are
also confirmed by my findings: they usually have an anaphoric focus,
which is most often an adverbial of setting (defining the place or the
time in which the action itself takes place) or a subject noun phrase
(op.cit., 899). The focal ccnstituent could be szid to act as a kind

of MARKED THEME, to which the subsequent bit of new information is
attached. .

Prince finally notes a tendency for informative-presupposition
clefts to occur in formal, often written, discourse (ibid., 899).
This receives indirect support from my results, since the instances of
these were so few in my BE corpus. On the other hand, the same appears
to be true of all kinds of clefts. In H-E, however, informative-pre-
supposition clefts seem to be a characteristic feature of the spoken
language. They are, in fact, proportionately more frequent in Kerry
than in the other two dialects: well over half of all clefts were of
this type there. In Wicklow and Dublin they accounted for about a
third of the instances. If this was on'y an ARCHAIC feature of H-E,
one would expect the Kerry and Wicklow figures to be at least a little
nearer each other, since in many other respects the Wicklow dialect
displays .truly archaic features. Therefore, one is inclined to con-
sider the possibility of Irish influence here, too.

The Irish cleft construction has, indeed, a function,equivalent
to that of the English informative-presupposition clefts. Besides
that, it has certain subsidiary functions, in which there is also no
implication of contrast. Mac Cana (1973, 110) has observed that some-
times the marked character of a cleft sentence may apply to the total
statement rather than to the focal constituent alone. He gives ex-

amples like the following, which according to him are extremely common
in spoken Irish:

10. Is ta ariamh ndr choisg do theangaidh "you never bridled
your tongue" (1it. "it's you who never bridled your tongue").

11. Ba & a bhi cosamhail len' athair ar lorg a leicinn "he looked
like his father from the side view" or "he was strikingly
like his father ..." (1it. "it was he who ...").

(Mac Cana op.cit., 110)

There is a certain element of emphasis in these sentences, but it is
not contrastive. A more suitable description would be EMOTIVE or EX-
PRESSIVE emphasis (Mac Cana, personal communication). Yet another
area of usage, in which clefting is widely used without the customary
implication of contrast, is RESPONSE-sentences of an explanatory na-
ture (Mac Cana op.cit., 104). Here is Mac Cana's example:

12. "Faoi Dhia, goidé thdinig ort?" ars an t-athair. "Michedl
Rua a bhuail mé", ars an mac "In God's name, what happened

to you?" asked the father. "Michedl Rua gave me a beating
said the son (1it. "it was M.R. who ...").

(ibid., 106)

u
b

A few more constructions using the copula should be mentioned

1 This conclusion was reached in discussions with both Professor

Mac Eoin and Professor Proinsias Mac Cana. Here, too, Irish has
certain oddities which are rot important in this context.
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whose functions are also closely related to those of the informative-
presupposition clefts, viz., is & rud, is amhlaidh "it is a thing that",
“it is a fact that", and is & an chaoi ™1t is how". (For a comprehen-
sive discussion of the different uses of these, see especially

§ Cadhlaigh 1940, 543-556). Reflections of these are sometimes met in
Kerry speech in sentences where there is emphatic assertion of a fact
(only the first it is-clause in ex. 15 is relevant here):

13. /and it is the matter these places are away/underneath the =
ground/ big tunnels/ right/s/under the ground/

14. /it (i.e., a ghost) seemed like to be. in the field/,
/in the field where it is the house were/

15. /but./ /'tis more the Irish died since they./since they gave =
that employment because././itTTs all English that's spoken =
there now/ T

These sentences are not clefts, of course, but more or less direct
translations of the corresponding Irish patterns. They were also
Judged to be clearly nonstandard by my colleagues.

Returning now to H-E, it seems plausible to arque that the greater
frequency of informative-presupposition clefts in Kerry speech than
elsewhere is due to the analogical infl::nce of the corrasponding Irish
system, which has, moreover, such widely used non-contrastive sub-func-
tions a5 those discussed above. The diversity of -functions of clefting
in the substratum language has obviously shaped the English language
in Ireland so that its SENTENCE RHYTHM has been slightly altered. The
general tendency of Irish to prefer the thematic part of the clause for
thematic marking is clearly discernible in H-E, particularly in those
dialects which have been in close contact with Irish. Henry (op.cit.,
195) has observed the same tendency in the dialect of North Roscommon.
According to him, a speaker of H-E sometimes uses the cleft construction
as a device for presenting the chief burden of his thought (i.e., new
information in my terminology) as directly as possible. Some of the
HESITATION phenomena found in my corpus lend further support to this
assumption. Consider the following examples from Kerry speech:

16. /before the Irish famine/./in eighteen forty-seven/,
/it was mostly./ 17ke Ireland/ Ireland was an./ it was./
/Ireland was a Cath./ a Catholic country/

17. /but it was tw.two./porter was for./ two pence a pint/

These sentences reveal the existence of a conflict between two types
of sentence rhythm or thematic organization. The nonstandard tendency
is also evident in certain clause-types such as existential there-
clauses. In examples 18 and 19, also from Kerry, the "logical" sub-
ject has been topicalized through clefting. Here the intuitions of my
colleagues differed: one of them did not consider them acceptable, the
other accepted them as colloquialisms. In any case, my data suggest
that these are more typical of Kerry speech than of the other dialects.

18. /they've died and emigrated and /everything/,
/it is alT foreigners that'll be here before./ you know/
/after a time/ as far as I can see/

19. /probably it was thatched/. /because it was all./
/it was all thatched houses was here one time/ you know/
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Finally, I would add the evidence obtainable from the relative fre-
quencies and the qualitative features of topicalizations WITHOUT CLEFTING.
As Table 2 shows, these were also most frequent in Kerry speech. There
are no significant differences among the others.

Kerry 10,7
Wicklow 4,2
Dublin 5,3
British English 3,7

Table 2. Average frequency of topicalizations without clefting
per speaker per 45 minutes.

A comparison between Kerry and Wicklow suggests again that the higher
frequency in the former cannot be explained as archaism alone. More-
over, the Kerry dialect seems to allow itself more syntactic liberties
than the other two, let alone British English. The following examples
froM Kerry sounded more or less odd to my colleagues:

20. /my brother that's over in England/ /when he was./ when he =
was young/./a story now he told me/ when he was young/

21. /he 1is working over there/./in some building he is working/
/with the couple of weeks/

22. /two lorries of them (i.e., turf) now in the year we do burn/

The commonness of such nonstandard or odd topicalizations partially
makes up for the admittedly low absolute numbers of occurrences, and

it provides one more proof of the influence of the thematic systems

of Irish. A bigger corpus might also bring out more clearly the slight
tendency of Kerry speecn to favour topicalizations of SUBJECT COMPLE-
MENTS. The differences between the dialects found here are too small
to be significant, although intuitively, one would expect that the
Irish copula clauses of classification, ownership and identification
would have some influence on topicalizations of not only subject com-
plements, but of other constituents as well (cf. above).

A1l this evidence drawn from spoken H-E indicates the continuing
influence of the Irish thematic systems: frequent clefts and simple
topicalizations and their qualitative special features underline the
importance of the thematic, sentence-initial field. The concomitant
change in the distribution of SENTENCE STRESS is one of the factors
behind the distinctive Irish “accent", which is most clearly notice-
able in those dialects which have been most directly subject to the

influence or Irish, although it is not totally lacking in other areas,
even in Dublin.

APPENDIX: Explanation of transcription symbols used

VAR / = tone-group boundaries.

/he was./ = phrase discontinued; hesitation

[ oo = = tone-group continued in the next line
Q/ .../ = question

/it's me/ = normal main sentence stress

/it's me/ = contrastive or emphatic sentence stress
PN~ = pauses of different lengths
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JEFFREY L. KALLEN

A GLOBAL VIEW OF THE ENGLISH LANGUAGE IN IRELAND

Background Discussion

The semina. sponsored by the Irish Association for Applied Linguistics,
titled, 'The English Language in Treland,' represents an important turning point
in the study of English in this country. It was not that long ago that =
well-known writer on linguistic topics was able to state that

by the little Englanders we are told that the Irish speak, not
English but Anglo-Irish; yet many educated and cultured Irishmen
spesk and write the most admirable, if slightly old-fashioned,
English. (Partridge 1951: 65.)

Fortunately, events such as the IRAAL conference show the seriousness with which
this field is now taken, and one hopes that this event will be only one of many
more gatherings devoted to related topics. During this discussion, I should
mention, the term 'Hiberno-English' will be used synonomously with the more
cumbersome phrase, 'the English language in Ireland,' without prejudice to the
rural/urban distinction betuween 'Hiberno-English' and 'Anglo~Irish'! that is
sometimes suggested.

The scope of thispaper can perhaps be understood best by looking at the term
'global view.' There are two senses in which this term is especially signifi-
cant. The common-sense meaning suggests that English in Ireland should be seen
in a world-wide context that includes not only other varieties of English (e.q.,
the English of India, North America, or Australia), but other examples of
languages in contact (e.g., pidgin and creole languages as well as bilingual
communities such as french Canada or Paraguay). A more specialised definition
of 'global' derives from the use of this term in linguistic theory, where, in
this case, it would be suggested that the analysis of English in Ireland should
(a) examine all facets of grammar, i.e., syntax, phonology, morphology, semantics,
and discourse phenomena, and (b) be free to examine data from related areas such
as child language acquisition (both deviant and normal), second language learning,
historical change, and comparative linguistics. Though this paper is concerned
more with the geographical and grammatical sense of 'global! than with the sense
referring to related areas lying outside the bounds of grammatical theory,
it will at times attempt to sketch some of the ways in which research from areas

such as second language learning may also elucidate topics found in the study
of Hiberno-~English.

From the beginning, one may question why the approach developed in this paper
puts particular emphasis on the development of linguistic theory, or is addressed
to theoretical arguments with implications greater than the subject of English in
Ireland alone. In particular, it could be argued that theoretical arquments
would be out of place at a conference spunsored by the Irish Association for
Applied Linguistics. The theoretical emphasis chosen in this paper is based on
an examination of some of the goals of language study in general, and suggests
that a dichotomy between 'applied' and 'theoretical'! linguistics is not only
misleading but counterproductive to the gcals of anyone studying in the field
of language, whether one is a Professor of Linguistics or a Second Language
Curiiculum Development Specialist.

Reason to look briefly at linguistic theory before proceeding with the
collection or analysis of data comes from an examination of the goals of linguis~
tic inquiry. King (1969: 13) has summarised approaches to the study of language
by denoting three levels of ingquiry: ‘'observational adequacy, ' which develops
what he terms 'an account that describes a finite corpus of primary data'; 'descrip-
tive adequacy' which provides a grammar 'that gives a correct account of the
primary data and of the speaker's tacit knowledge'; and 'explanatory adequacy,!
in which 'a linguistic theory (not a grammar) ... provides a principled basis
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for the selection of descriptively adequate grammars.?!

In the context of the English language in Ireland, this division of goals
has direct parallels not only in the work which has so far appeared in public,
but in work which remains to be done by those interested in the field. Pure
description is an essential to any kind of analysis, and much of the published
work on Hiberno-English falls into the category of descriptien. One may look
at P.L. Henry's survey (Henry 1958) of English in Ireland and note the optimism -
with which a nationwide survey of, particularly, rural varieties of English is
suggested. Regretfully, such a survey has yet to be undertaken, and the
linguistic situation in Ireland has changed to an extent that whatever would be
studied today would yield a far different picture from the one which might have
been found in 1958. Recurding and making available speech samples, designed
to provide syntactic and morphological data as well as the more traditional
phonological and lexical information, is still a vital part of research that must
be done. This type of recording is useful in providing basic and objective data
from which other analysts may work; in providing data for purposes of historical
comparison, both retrospectively and for future diachronic study; and in
providing a cultural record of national attributes which may disappear or be
preserved in an era of increasing international contact and exchange.

Yet the goal of linguistic inguiry can never be seen in purely descriptive
terms. Even time-honoured techniques such as the use of word lists for
phonological elicitation and the plotting of isoglosses, though on the one hand
consisting solely of linguistic description, presuppose a theoretical point of
view, albeit one which is rarely stated explicitly. Following the completion
of some of the classic dialect atlases of British and American English, German,
French, etc., Brook (1968: 16), for example, observed that

most dialect speakers today are bilingual or multilingual. We should
now try to distinguish the various strands that make up the complicated
pattern in the dialect of such speakers... It is well to remember that the

older rural dialects are not the only forms of speech that are worthy
of study.

Though Brook's observation was not entirely novel even in 1968, Bailey (1973:11)
was also compelled to note that

if cross-hatchings of class, sex, age, and other social differesnces

are superimposed on maps of regional variation (for some given combination
of social parameters), the traditional notion of dialect becomes hope-
lessly inadequate and at war with reality.

I would suggest that an analysis of the history of dialect study in most
countries shows an interest more in the exotic than in the linguistic, by which
is meant that the study of dialect has yet to rid itself of the more popular idea
which contrasts a fdialect!' with a 'standard' or 'normal! manner of speech. A
survey of literature on the English language in Ireland still shows an emphasis
on forms, in syntax, phonology, or whatever, that are felt to be distinctively
Irish, seen in contrast to some notion of !standard English.! What Brook,
Bailey, and others working with linguistic variation suggest is an important
point with which I will deal specifically in this paper -- that any variety of
speech must be seer not simply in contrast to a 'standard' or to any other
variety, but both (a) in its own terms as a set of rules which generate the
speech corpus of the native speaker, and (b) as one of a set of interrelated
rules which may all have an effect on the multidialectal native speaker. The
description of any speech variety would not be complete only in noting
'peculiarities of the dialect,! but must also note the way in which particular
features that may be of interest are embedded in an overall context of speech
in the community and in the individual. I would suggest that an overemphasis
on the 'distinctive' aspects of speech in a variety under study implies
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erroneously (a) that speakers speak only and always 'in the dialect,' and
(b) that non-contrastive relations between 'distinctive! varieties and
putative standard or general varieties are not of linguistic interest.

If, as I have suggested, pure description cannot validly be seen to be the
only goal of linguistic inquiry, and if, too, any kind of descriptive statement
must necessarily be seen in a broader theoretical context, one might well
want to suggest a second goal for linguistic inguiry —-- the provision of explana-
tions as to why observed phenomena are the way they are. Considering
Hiberno-English, three reasons are generally given for explaining the
particular characteristics of the variety: (1) historical facts relating to
the survival of forms brought to Ireland and subsequently los& or changed in
England, (2) the influence on English in Ireland of teachers and others in
authority for whom English was not their mother tongue, and (3) the influence
of prolonged and varying contact with Irish. (For a concise summary see Bliss
(1977), but other authors as well.) Often, it seems sufficient to explain
particular features of English in Ireland by recourse to one of the three
historical factors above. In a sense, these factors provide a type of
'descriptive adequacy,’ in making arauments of the type that 'A given feature
X has arisen "under the influence" of Irish, prior historical formation, or
perpetuated error by the non-native speaker.!

Yet the approach which I wish to suggest raises a further series of
guestions which cannot be answered by recourse to the facts of historical
development. Linguistic theory requires adequate description, for without
data theories cannot be constructed or evaluated. Likewise, empirically
verifiable phenomena (e.g., the presence of tuwo languages in one speech
community) must be accounted for in formulating lingquistic explanations.

But the ultimate goal of linguistic ingquiry should not be simply the descrip-
tion of speech or the correlation of observable phenomena. Rather, one hopes
by analysis to obtain a greater understanding of the human linguistic faculty
and ultimately the structure of the human mind. Concommitantly, linguistic
study should facilitate the formulation of universal principles of linguistic
organisation and behaviour, and suggest a continuous process of refinement

of linguistic theory to account for language and the language-mind relationship.

Having said this much, what linguistic theory can one in fact turn to
in order to provide the kind of background which might be useful in the study
of Hiberno-English? All theory is, by definition, in a state of continuing
development, so it would be impossible to point to any ore body of literature
or the work of any one author and say that a Theory X had been provided by
which all further hypotheses could be developed and evaluated. If our linguis~
tic and geographical orientation is to be global, perhaps, then, our theoretical
orientation must also be global. Rather than absorb theoretical approaches
without evaluating them, though, some choice must be made as to which general
approaches show the greatest promise in providing the most probable explanation
for the greatest amount of data in the simplest fashion. Generative grammar,
by which is not meant !'Transformational Generative Grammar,' provides a starting
point in defining language as the outcome of a system of rules, internalised
by the native speaker of a language for generating an infinite number of
utterances from a finite number of units. This system of rules, which Chomsky
(1957) termed 'competence,’ is not competence in a normative sense —- speakers
do not have greater or lesser derrees of competence, and deviant speakers,
whether speakers of a 'dialect' or those in need of speech therapy, do not lack
competence but merely generate language by a system of rules which is different
from the system used by other speakers. Generative grammar has freed linguistics
from positivist requirements which would otherwise require the detailed study
of individual utterances without generalisations of any far-reaching type, and
which would prevent exploration in the relationship between the structure of
language and the structure of the mind. The generative approach constitutes
a diversified field still in the process of development, and is not an ortt.odoxy
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which prescribes a narrow set of tools and constructs to the exclusion of all
other approaches. While retaining a belief in the importance of a 'global®
theoretical view, I would suggesta generative paradigm as a starting point not
matched by any other paradigm for its usefulness in guiding ressarch with the
aim of establishing universals and exploring the mind-language relationship.

In viewing language as the outcome of rules internalised by native speakers,
several claims are made, while others often attached to the basic generative
notion are not made. First, not all generative grammars are transformational
grammars -- transformations refer to a specific construction in generative
grammar, and while transformations may provide the best means to generalise
between related utterances (e.g., 'Linguists eat exotic food! and 'Exotic food
is eaten by linguists'), they may not be the only generative rules which may
do so. Brame (1978), for example, specifically denies the existence of trans-
formations, but is clearly generative in approach, specifying that surface
structures must be composed of units required by abstract rules generating
gramma¥ical structures and preventing ungrammatical utterances. Generative
grammar, then, may have recourse to transformations, but may also write rules
describing grammatical competence without using transformations. Second,

a generative approach is not to be equated simply with the notien that language
is 'creative!' or even governed by rules -- generative grammar makes predictions
about the types of rules which may be suggested, the formal structure of these
rules, and the means by which rules may interact and operate to produce surface
utterances. It is an integral part of grammatical theory to favour some analyses
over others on a principled basis, and a part of linguistic study to evaluate
proposals which may be made concerning rule structure and interaction. The
ultimate goal of universal explanation and exploration of the language-mind
relationship is always of prime importance.

Given, for the purpose of this paper at least, that generative grammar
offers insight into the nature of language in general, can it be of help in the
study of the English language in Ireland? The answer at this time must remain
a qualified yes. 0 Murchd (1967: 215) observed that

before the development of Transformational Grammar, there was no
really efficient technique available for the description of interdialectal
variation in syntactical structure.

Generative grammar -- transformational or otherwise -- has seemed to offer a
valuable tool for the analysis of language and, hence, linguistic variation.

Yet generative grammar has, classically speaking, concerned itself only with data
from what what Chomsky (1965: 3) termed the 'ideal speaker-listener in a
completely homogeneous speech community.t! Just as the argument against
traditional dialectoirgy rests on the observation that dialects are rarsly,

if ever, 'pure' in their distribution across geographic and social variables,

an argument against the 'ideal speaker-listener' notion can be made by the
observation, readily verified empirically, that few, if any, specch communities
are linguistically homogeneous. The lack of idezl speech communities in this
sense does not invalidate the generative approach to linguistics, but it does
suggest that generative grammar may not offer specific tools which are useful in
the study of linguistic variation.

The contradiction one faces is thus as follows: on the one hand, generative
grammar provides important insights into the operation of language and a valuable
means to explore universal principles of linguistic organisation. 0n the other
hand, generativists have yet to provide specific theoretical constructisns which
may be of direct use in the study of Hiberno-English as a subfield of linguistics.
This contradiction is a further reason for suggesting a 'global vieuw' of the
problem. A theoretical basis is necessary for inquiry, yet standard linguistic
theory does not readily offer a mechanism to account for a situation like that
found in Hiberno-English, characterised not only by bilingual contact and
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historical isclation from sources of linguistic change in Britain, but by
myltidialectism brought on by intra- and international travel as well as
communication via television, radio, and cinema. A global view would call
for the incorporation of explicit theory into empirical research, and for
the extension of the limits of standard generative theory into the study of
linguistic variation and relations among varieties and languages.

Independence and Dependence in Dialect Relations

Luelsdorff (1975), in a summary of generative work on dialectology, has
described what he terms an 'Independence Principle,' in which grammars are con-
structed without recourse to data from other dialects, and a 'Dependence
Principle,!' in which dialect forms are related from common underlying forms
by a series of rules applicable to individual dialects where appropriate.
Conflicting results are obtained in the following analysis.(Luelsdorff 1975:
22-23. Luelsdorff's phonological notation, which is not consistent with
other notation in this paper, is retained in this discussion.)

Black English Vernacular (BEV), a type of American English associated
with black peaple of lower socio-economic status, generally shows a lax
/1/ before 2 nasal consonant, where Standard American English shows /E/. The
following data illustrate this distribution:

S5td.Am.E. BEV
‘pen! pEn pln
'hem! hEm him

According to Luelsdorff, the Dependence Principle would require a statement
that BEV has a rule in which

Em—>1/ — [+nasal_]

i.e., underlying E is realised on the surface as I in the environment preceding
a nasal.

An Independence Principle, on the other hand, simply states that BEV has an
underlying /I/ where Standard American English has an underlying /E/.
Luelsdorff (ibid.) ultimately favours the application of the Independence
Principle, preferring to conclude 'that there are underlying differences in

the phonologies of Standard and B8lack English.' 1In preferring the Independence
Principle to a Dependence Principle, Luelsdorff (1975: 21) observes that

R sharp distinction should be made between writing grammars underlying
the speech behavior of individual speakers (=grammars) and statements
relating the grammars of individual speakers (=metagrammars). The

goal of the former is the accurate and complete description of the
linguistic competence of selected members of the speech community. The

goal of the latter is to relate these grammars in an accurate and
illuminating way .

The logic of the neotion of linguistic competence would seem to argue for
an independence principle along the lines suggested by Luelsdorff, perhaps, yet
a linguistic theory should, 1 would suggest, also allow the analyst to make a
comparative statement noting correspondence among the grammars of different
speakers. A crucial distinction is made, though, in recognising that this
comparative statement has no reality as far as competence is concerned —— it
does not provide a means to account for the use of language by actual speakers.

To transfer Luelsdorff's suggestions to the case of the English language
in Ireland, one would suggest that Hiberno-English cannot he seen primarily in
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opposition to other varieties (e.g., 'Standard English' or 'British English') or
in opposition to Irish. The following example, from Henry (1977: 33), chosen
nearly at random from one of many works which follow a similar approach, illus-
trates this point. Consider the following 'equivalent' expressions:

(1) Anglo-Irish: 'The bate of him ishn't in it.!
(2) Irish: 'nf1 a bhualadh ann.!
(3) sStd.E.: 'He has no equal.'

Sentence (1) would safely, I think, be seen as distinctively Irish, specifically
the nomimal construction 'the beat of him' and the prepositional 'in it.' A
generally accepted explanation for a sentence such as (1) would be that it

is derived 'under the influence of Irish,' comparing (in (2)), the nominal

'a bhualadh,' literally 'his beat,! and suggesting that the Irish preposi-

tion 'ann' would be translated as 'in it.' Sentence (3) is seen in marked
contrast.

This picture of the influence of Irish, however, may run counter to the
fundamental concern of linguistics with the competence of the native speaker.
It is logically impossible to suggest that a speaker using Hiberno-English
who does not speak Irish with a fluency liable to create synchronic interference
is in fact acting under the influence of Irish. Historically, it may be true
that phrases and translations or calques may come into one language from another
as part of the language contact situation, yet what is equally significant is
not the historical source of the construction, but its synchronic status. For
a2 borrowing to survive in a language or to extend itself beyond the bilingual
community (which a phrase like 'in it' has clearly done), it must be interpreted
by speakers as being an integral part of their own competencse. What the
analyst then seeks to look for is the specific structure and rule-derivation of
all surface structures, without recourse to the structures of other languages or
historically related forms. Lightfoot (1979: 14B), in a discussion based in
part on the work of Andersen (1973), illustrates the relationships among grammars
in the language acquisition process and historical change as belou:

In other words, the grammar of a language at a given time (G,) serves as an
input for the linguistic output only at the given time (0.). This output (0.),
not the grammar (G,), serves as the input for the construttion of grammar at the
next stage (G,). +his grammar (G,), but neither (Gl) nor (0.), serves as the
input for the“output (0,). Neith&r the grammar not the surfd@ce structure of the
earlier stage underlies " the output of the later stage -- only the synchronic
grammar of the appropriate stage underlies speech. By extension, in Hiberno-
English, neither ths grammar nor the surface structures of Irish would underly
Hiberno-English except in cases, possibly, of synchronic bilingual interference.
The 'influence of Irish' is to be seen in the way that Irish surface structures
may have affected the structure of the underlying Hiberno-English grammar.

The above argument -- for separating the competence of the native speaker
from considerations introduced by other lanquages or historically related forms --
is an overall theoretical consideration with specific relevance to the Irish case.
A secord argument in favour of an English-based analysis of Sentence (1) is
found by looking at the specific structures involved in this example. Consider
the following tree diagrams of (1) and (2):




nil bhualadh ann

Clearly, (1) is a sentence of English, while (2) is not. Strucural parallels
to (1) abound in English, e.qg., (4) 'A picture of him isn't in the book,' (5)
'The likes of him aren't in Chicago,' or (6) *The riches of Croesus aren't in
Portumna.' No verb-initial parallels to (2) can be found in English.

The Lexicon and Dialect Differences

Any kind of structural analysis shows examples such as (1) to be cases of
English generated, from an abstract point of view, in a relatively non-distinctive
fashion. Yet the surface structure of (1) is clearly different from what would
be found in other varieties of English, so the question still arises as to how
one can account for such differences. 1In the case discussed here, recourse can
be made to the lexicon as defined in the generative model. In addition to the
better-known syntactic and phonological components of generative grammr, there
is included also a lexicon, in which units are stored with a phonological
representation, a semantic representation, and information concerning the distri-
bution of units in sentences. Though neglected in the early days of generative
grammar, the lexicon has become an area of increasing importance, particularly
since Chomsky (1965) and as evidenced in collectiens such as CLS (1978).

Following the model proposed by Hust (1976, 1978), I would propose a branching
tree diagram in which the apex contains the phonological, syntactic, and
semantic features common to all forms of an entry, while descending branches
contain features specific %o related but distinct entries, as a lexical means
of accounting for examples such as (1). 1In this example, a lexical entry for
'beat! in Hiberno-English might be the following:

beat
(Phonological entry) /bit/

(Syntactic environment) " Det other
forms

(Categorisation) Vein Noun

(Semantic entry) 'to strike?
'to surpass!

'equal' or 'superior!

(Other features)

(Other features) L
To generate {1), then, a lexical insertion rule in the syntactic component

allows for insertion of the second node in the above diagram in the appropriate

syntactic environment. This node shares some features with other forms, but

is not found in some other varieties of English. A phonological rule converting

E i%:« /i/ to (e]in this and some other Hiberno-English words may then operate.
: Ly XA
] 1 /i)
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Further research would be necessary to refine lexical entries such as the one
proposed for 'beat' here, but the general approach is one I would suggest. 1In
this analysis, basic structures found in dialects of a language may be relatively
consistent, yet alternations in the lexicon may produce surface structures that
differ visibly from dialect to dialect and, in a case such as (1), may resemble
surface structures of another language.

A similar analysis may hold for the phrase 'in it.' The syntactic structure
of any dialect of English allows for the combination 'in it' to occur in some
forms, as in, (7) 'I looked him up in the phone book but he wasn't in it,!
or (8) 'I'd like to be included in it.' The 'it' of (1), however, differs
significantly in that 'it' does not refer to any other NP. Syntactic parallels,
in which 'it' can be used with a preposition in a non-anaphoric sense, are to
be found in other English constructions as well, e.g., (9) 'We're really up
against it now,' or (10) 'Come off it!'. The 'it' of (9) and (10) refers to no
specific noun, but functions as a particle in part of a prepositional phrase
closely linked to a verb phrase. The function or 'in it' in Hiberno-~English
is roughly equivalent to what Jackendoff (1977: 79) terms ' "adverbs" without
-1y such as here, there, outside, downstairs, beforehand, and afterward.'

The foreqgoing examples suggest that in language or dialect contact neither
base nor surface structures are borrowed from variety to variety. I have suggested
thus far that a prime means of interlanguage influence may be found in the
organisation of the lexicon -~ that changes (1) enter into a dialect or language
through the lexicon, and that (2) in some cases lexical changes may be extended
through interaction with the syntactic component to alter syntactic structures.
Similar processes may occur in the realm of phonology. One syntactic example
of extension may be the Irish construction using 'after,' as in {11) 'He is
after getting the paper,' or (12) 'She was after her lunch,' in which it may
be suggested that 'after' has now acquired the syntactic subcategorisation
that allows it to be placed in the main verb or auxiliary phrase, and that a
reanalysis of the rules governing verb phrases and their constituents has taken
place in such varieties of Hiberno-English. It is unduly complicated and counter
to the notion of linguistic competence to explain this use of 'after' via Irish
tar eis. Rather, a more comprehensive approach suggests that differences in
verbal structure in Hiberno-English are to be found scattered throught the lexicon,
syntactic component, and semantic component of the grammar.

Non-Grammatical Approaches

A second point which I should like to make in discussing a 'global view'
actually leads away from the grammatical analysis proposed thus far. Lightfoot
(1879: 405) has called for the analytical separation of 'changes necessitated
by various principles of grammar...and those nrovoked by extra-grammatical factors.'
One device which cuts across levels of phono® .. syntax, and semantics, and
which correlates linguistic variables with nor-iinguistic variables quantifiable
by empirical observatinn is the 'implicational scale.' As pointed out by
Luelsdorff (1975: 18), implicational scales are not statements about individual

grammars, but rather a means of comparing individual grammars -- what Luelsdorff
terms 'metagrammars.'!

The following discussion illustrates the application of implicational scaling,
using a scale for Jamaican English developed by DeCamp (1971) and discussed by
Luelsdorff (197%: 17-18). Certain critical variables are isolated and assigned
plus or minus values, plus values indicating non-inclusion in a 'creolised!

variety of English, minus values indicating creole status. The following list is
illustrative:

+A child -8 pikni
+B8 eat ~-B nyam
+C ‘g/t distinction -Ct

d disti . B N
+D U /d distinction D Pf(‘) 0

( /
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+E granny ~E nana
+F didn't -F no ben

Each speaker in a speech community is then given a profile of pius and minus
values for each variable. Judgments of values may be based on habitual use or
judgment of grammaticality by the speaker, depending on the approach taken. Once

each speaker has been given a profile, all speakers in the sample are compared
for interrelationships, as in the following:

Speaker: 1 +A +B +C
' 2 -A 4B -C
3 ~A +8 -C
4 -A -B -C t
5 +A 4B +C » BLC.
6 +A +8 -C
7 -A +B8 -C

The arrangement of different variables acrossspeakers is then shown in an
implicational scale, in which tho:e speakers with the greatest co-~occurrence
of variables are grouped closest to each other, ranging, in the process, from
minimal to maximal co-occurrence of ‘'creole' features. In this example, such
a continuum would begin as below:
Variable: 4D ~A+F

,etc.

—M£\ ~C+A

Speaker: 5 1 6 2

This continuum would be interpreted to say that Speaker 5 possessed a plus
value for variable D, while all speakers to the right on the scale possessed a
minus value. The next speaker, Speaker 1, would share the feature +C with the
speaker on the left (Speaker 5), but would have a minus value for D. All other
speakers would have minus values for variable C. Speaker 6, then, would have
minus values for variables D and C, but a plus value for A. Speakers to the
right would have minus values for A,D, and C. Such an ordering can thus show
empirically verifiable implications, e.qg., if a speaker uses the word 'nyam!
(variable B), then the speaker will also use 'pikni, ' 'nana,' and other words
or features associated with minus values on the list of variables. Such
correlations of variables can then be matched with non-linguistic variables such
as age, income, social status, etc., to yleld a profile of linguistic and
non-linguistic relationships. 1In contrast to the generative aporoach found irn
the syntactic example given earlier, implicational scales do rot discuss the
competence of individual speakers -- rather, they are a device shich can be used
to note inter-speaker regularities, substituting in a more pre ise fashion for the
cross-speaker empirical data obtained in traditional dialect study.

Such'metagrammatical' statements may well be necessary in writing adequate
explanations of variation phenomena. In studying Hiberno-English, features might
be arranged in a scale with implications for identifying an Irish vs. non-Irish
continuum of English varieties. Bliss (1976: 21-22), for example, suggests that
'yoke' denoting a thing in general is peculiarly Irish, and that 'gas,' as in
'It was a great gas,' is also not to be found elsewhere. In terms of an implica-
tional scale, 'yoke' might be seen as clearly Irish and widely spread across
space and social parameters. 'Gas' in the above sense, though, while not, perhaps,
found in England, is found in the U.S. with virtually the same meaning. AN
implicational scale could reflect that 'gas' is not English, but is shared by
at least two 'overseas' varieties of English. Similarly, mention could be made
in an implicational scale of the many varieties of English (including many
types of Hiberno-English) which have lost a /§/-/t/ and /&/-/d/ distinction in
contact situations. A network of scales relating different clearly defined
variables could show important relationships among many more varieties of a
single language than is otherwise possible.
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Implicational scales could also be developed within Ireland to suyggest
relationships among different varieties using only Hiberno-English data. Such
an approach may present a more realistic picture of the description of the
English language in Ireland than discussion in monolithic terms such as !'common
Hiberno-English,' 'the Northern isogloss,! or 'the Kerry accent.! A great

deal more research will be necessary to establish critical variahles and their
relations,

Conclusion -- Towards a Global Vieuw

From the point of view of linguistic theory, it is not sufficient to
stop at the observation that English in Ireland either exhibits certain forms
nat found in England but found there at an earlier time, or that certain
Hiberno-English forms parallel those in Irish. This insufficiency rests on
two main grounds: (1) that linguistic description must account for use by a
speaker at a given time ~- a speaker who has acquired language without knowledge
of its history or, quite often, of any other language, and (2) that examples
of putative conservatism and bilingual influence are so widespread in the world
that a more adequate description of any particular case (e.g., Ireland) might
require a theory based on universal tendencies in language spread, isoclation, and
interaction. To pick out two of many examples, one might look at the case of
Jamaican English or South American Spanish.  Cassidy and LePage (1961: 19-24),
for example, cite many processes in the development of Jamaican English which
parallel those discussed by Bliss (1976: 18ff; 1977; 1979) for Hiberno-Erglish,
e.g., local innovation, local meanings attached to words used slsewhere with
different meaning, the use of items which have died out in other English-speaking
areas, and the influence of other languages. In discussing South American
Spanish, Blanch (1968) gives a review of arguments concerning the development of
various national varieties, centering on theoretical and social controversy
concerning the relative importance in the development of 'overseas! varieties
of structures in the grammar of Spanish vs. the influence of native languages.
Ultimately, Blanch's discussion tends to favour the development and use of
Spanish-based and universal explanations over 'substratum! accounts. These and
hundreds of similar discussions around the world suggest that a large body of
data may await correlation with observations of the Irish experience.

What, then, is a'global view' of the English language in Ireland as I would
define it? I would summarise this psrspective with three major points: (1) The
intuitions of a native speaker of English or any language must be accounted for
by synchronic rules. The 'conservatism! of Hiberno-English may be discussed in
& historical treatment, but the synchronic vitality of any variety spoken is of
paramount importance for the linguist. Similarly, influence or interference
from-Irish may account for features in the corpus of a particular individual whose
first tongue is Irish and who is learning English as a second langquage, or in a
historical discussion of such individuals, but it is not linguistically valid to
discuss such interference as part of the synchronic rule system of a mother-tongue
Hiberno-English speaker. Internal features of English may economically
coincide with a possible interpretation of surface structures in Irish —- the
possible interpretation of Irish data made by present or historical bilingual
speakers may be influenced by the degree of harmony with features in the abstract

English system. (2) Rules which are proposed to account for any features of
English in Ireland should at least be in broad harmony with a major body of
linguistic theory —- Hiberno-fnglish rules may offer refinements or arguments

within a theory, but explanations and descriptions should be undertaken with a
clearly expressed theoretical basis. (3) The data available for analysing
English in {reland should not be limited to those forms which are felt to be
'peculiar' to Ireland, nor just to forms which are found in Ireland. Restriction
of data to Ireland may miss identical or parallel forms and processes occurring
in other areas of the world, while concentration on 'characteristic! Hiberno-
English forms commits the linguistic fallacy of not placing these forms in the

1&2
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broader context or continuum in which they inevitably occur.

Finally, I would suggest that a 'global view,! in which attention is paid
to all realms of grammar and discourse phenomena; in which linguistic solutions
are developed to discuss bilingual relations in the generation of English in
Ireland; in which the social and other non-linguistic variables that may have
bearing on language are correlated with precisely-defined linguistic variables;
in which English in Ireland is seen in context with other varieties of English
but not just in contrast with a supposed 'standard! English; and in which
processes occurring in Ireland can be compared within an adequate theoretical
framework to similar processes occurring in other languages, will greatly
facilitate research that will yield both a richer and more realistic understanding
of the English language in Ireland, and that will make a significant
contribution to an overall theory of universal tendencies in language diffusion
and interaction and to a theory of grammar and the language-mind relationship.
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The thres tests that are the focus of attention of this study were devised
to quantitively and objectively assess various aspects of childrents language
ability. They may be described as diagnostic tests tecause they may be used to
help determine pathology. With the advent of more thorough linguistic assess-
ment procedures their use is probably more appropriate for screening assessment,
that is, to indicate where further investigation is necessary. The normative
data on which the tests are based coupled with their ease of administration

render them useful clinical aids for the therapist in early contact with the
client referred for assessment.

However, since these procedures were created specifically for, and
standardized on, populations in Britain (in the case of two of the tests)
and in the U.S.A. (in the case of the third test), the norms they provide may
not be valid for assessment of Irish children'!s linguistic abilities. Never—
thelnss, they are widely used in this country and because they provide quick
measures of the skills that are sampled, and because of their inexpensive
availability, it is likely that they will continue to be used. It would,

thereforzs, seem timely to examine their suitability for use with an Irish
population.

The tests in gquestion are:
Test 1: The English Picture Vocabulary Test (Brimer & Dunn, 1973);

Test 11: The Freschool Language Scale (Zimmerman, Steiner & Evatt, 1969);

Test 111: The Renfrew Action Picture Test (Renfrew, 1971);
hereafter referred to as the EPVT, the PLS and the RAPT respectively.

A brief description of each test follows.

Test 1: The English Picture Vocabulary Test (EPVT)

The full range version of this test (age range 3;0 - 18;0 years) uas
used. This most recent (1973) version of the EPVYT incorporates the 1962
version of the test which was comprised of a series of four tests of varying
age ranges from 3;0 - 18;0 years. The EPVT is based on the American Peabody
Picture Vocabulary Test (Dunn, 1959) and it was standardised in Britain in
1962. The manual of the full range version (1973) states that this version

was re-standardised by the authors but informatiorn relating to this is not
yet available.

The test is comprised of a book of plates of line drawings, an ad-
ministration marual and score recording sheets. There are four pictures on
each page of the book. Having explained the brocecure to the child, the
tester says a word and requires the child to choose the corresponding picture
from the four presented. The student's response to each is recorded and
the raw score calculated. This is converted to a standard score which is a
normalised score with a mean of 100 and standard deviation of 15.

Test I11: The Preschool Language Scale

The Preschool Language Scale was devised as a procedure to provide an
evaluation of a child's language developmental status in the first seven years
of life., The two major dimensions of the scale, Auditory Comprehension and
Verbal Ability, are considered to be complementary.
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The Auditory Comprehension Scale is designed to assess auditory dis-
criminations and the ability to respond to these. Such aspects of comprehension
as grammar, number sense, logical thinking, self-concept, time-space and memory
are tapped. Results of the administration of the Auditory Comprehension Scale
are expressed as an Auditory Language Age and can be converted to a quotient.

The Verbal Scale is designed to provide a measure of the expressive
ability of the child. Among the aspects of expression tapped are grammar,
number sense, logical thinking, self-concept, time~space, memory and articula‘ion.
The Verbal Ability Age can be converted to a quotient.

Items are arranged according to sequential lanquage progression on the
basis of empirical evidence of the average age of attainment by preschool and
early primary American children. Normative and standardization data for each
item are listed in the manual along with the sources from which these data are
drawn. These sources draw on the work of various specialists including that of
Gesell, Binet, Piaget, Srown &Terman and Merrill.

Test III: The Renfrew Action Picture Test

The Renfrew Action Picture Test (hereafter RAPT) forms part of
the Renfrew Language Attainment Scales, a series of short standardized
assessment procedures which also includes an Articulation Attainment Test
and a Word-fFinding Vocasulary Test. The RAPT was developed in recognition of the
need for a standardized procedure "to stimulate children to give short samples
of spoken language which could then be evaluated in terms of information given
and grammatical forms used" (1971 p.2). The test elicits the child's use of
words that convey information about "verbal formulation" (nouns, verbs, adverbs)
and various morphological rules including verb tenses, nominal pluralization.

The test is comprised of the Action Picture Test manual and a series
of nine coloured action pictures. Each child is presented the series of
pictures and asked a standard question about each one. Answers are scored
in terms of the information given in his response and the grammar used.

The RAPT was standardized on ar English population of approximately
500 children between 3:0 and 7;0 years. Nursery schools, more than half of
which were in lower working class areas, were used and consequently according
to Renfrew (1971, p.21) "the norms for the 3;0 and 4;0 year old children may

be a little lower than they might have been had the social classes been pro-
portionately represented".

It should be recelled by the reader that these were first attempts at
devising a short useful procedure for use by speech therapists in assessment and
would no longer be considered either sufficiently comprehensive or detailed to
be used as diagnostic tools. Their main function would be considered by the
author to indicate on initial contact with a client whether further language
assessment is indicated and, if so, what form it should take.

The population whizh participated in the research was chosen from three
junior classes in six Dublin schools and in one County Monaghan school. All
but two of these schools were co-educational toc some degree and this allowed

matching of male and ferale subjects. Table 1 (p.3) shows the composition of
the research population.
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SCHOOL SEX N AGE RANGE AREA
IN YEARS ; MONTHS

1 Boys 18 4;3 to 635 North Co Dublin
Girls 20 4;3 to 531
11 Boys 27 . 4;0 to S5:1 West Co Dublin
Girls 19 4;0 to 532
111 Boys 14 4;0 to 5;3 South Co Dublin
IV Boys 20 534 to 7;2 Co Monaghan
Girls 23 532 to 734
v Boys 44 4311 to 7;0 Scuth Co Dublin
VI B oys 30 431 to 632 South-West Co
’ Girls 33 4;6 to 630 Dublin
VII Boys 20 431 to 631 South Co Dublin
Girls 12 431 to 639

Table l: Research Population

RESULTS

Statistical tests were carried out to provide:

(a) a compariscn of the Dublin scores with those for the population on
whom the tests were standardized;

(b) an analysis of the effect of socioc-economic status on the tests scores;
(c) an analysis of sex differences in the scores of the pepulation studied.

The test results are given in the following series of tables followed by a
brief interpretation of the data.

TEST I, The English Picture Vocabulary Test (EPVT)

AGE RANGE IN DUBLIN POPULATION ENGLISH POPULATION
YEARS AND MONTHS _ (STANDARDIZQIIUN SAMPLE,
N X 5 X
Raw Scores X Raw Scores

4:0 - 435 51 20.00 8.30 19.88

436 - 4511 76 25,05 9.70 25.00

5;0 - 535 56 30.20 10.80 32.00

5;6 - 5311 40 39.10 9.00 37.83

6;0 - 635 13 38.00 11.30 43.00

6;6 - 6311 8 42.80 12.39 46.50

I,Ekrj TABLE 11
&)

Mean raw score and standard deviations in 0;6 age groups for Dublin pop-
ulation and equivalent English raw scores.
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With one exception, raw scores of the Dublin population increase as age
increases. There is a steady increase in the raw scores for the standardiza-
tion sample. Because the sample size of the two upper age groups (6;0 - 6:5
years and 6;6 - 6311 years) is considerably smaller than for the other groups,
the Dublin scores can~ot be considered representative of these age groups in
the population studies. However, they indicate a trend in the scoring of
these groups. A further breakdoun of the age groups was carried out to
compare more directly with the scores given in the EPVT manual for the
standardization population.

N X SD AGE EQUIVALENT t SIGNIFICANCE
RAW SCORES ENGLISH VALUE LEVEL
SCORES 5%
10 21.00 8.68 4;0 - 4;1 17.7 1.21 NS
13 17.38 7.50 432 - 433 20.0 2.11 NS
28 20.89 8.60 434 - 435 22.0 -0.68 NS
19 22.89 8.76 436 - 437 23.0 -0.05 NS
25 27.84 7.59 438 - 439 25.0 1.87 NS
32 26.56 11.50 410 - 4311 27.0 -0.22 NS
23 28.00 9.43 5;0 - 531 30.0 -1.02 NS
19 29.42 11.31 552 - 533 32.0 -0.99 NS
14 35.00 11.75 534 — 535 34.0 0.32 NS
12 39.67 8.96 5:6 — 537 36.0 1.42 NS
17 38.70 10.20 5;8 - 539 38.0 0.29 NS
11 39 36 8.54 530 - 5311 39.5 -0.05 NS
TASLE 111

Breakdown os raw scores of Dublin population age 4;0 - 6;0 years in
0;2 intervals. The equivalent raw scores and the results of t-testing to
compare differences in scores are given on the right of the Table.

Since the sample sizes for each group are considerably smaller for these

0;2 month age groups, these raw scores cannot be considered as reliable as
thuse of the larger sample. When compared with the equivalent English scores
by carrying out a t-test there was found to be no significant difference
between the two sets of means at the five per cent (5%) leval of significance.

SOCI0-ECONOMIC
STATUS CATEGORY

(SES) N X Sx
1 19 107.11 9.29
2 28 127.71 10.37
3 42 105.92 23.00
4 27 93.07 10.79
5 42 95.07 13.80
6 16 90.37 9.95
7 20 88.10 22.42
unknown 86 ¢ 96.11 12.92
159
TABLE 1V

Breakdown of scores and standard deviations by socio-economic status
was determined by matching parental occupation (where information was available)
Q Ls 19 the procedure described by Hutchinson (1969) based on the Hall-Jones scale.

.
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There is a large difference betwsen the highsst mean scores and the
lowest mzan scores indicating that the achievement of those from lower socio-
economic groups is considerably poorer than for the higher groups. The
trend is for mean scores to increase as socio-economic status ascends but there
are two exceptions to this (SES 4 and 1).

N x Sx STANDARD DEGREES t- SIGNIFICANCE
ERROR oF VALUE LEVEL 5%
FREEDOM
Males 135 102.59 14.49 1.25 220 2.45
Females 87 97.56 15.60 1.67
TABLE V

TEST 1: Breakdown of scores by sex for the urban population of less than
6;0 years (scores given are transformed scores).

AR t-test was done to compare the mean scores of these two groups and this
showed a significant difference in achievement in favour of males at the
significance level of five per cent.

TEST II: The Pre -school Language Scale (PLS)

Test Ila Auditory Comprehension Section;
Test IIb Verbal Ability Section.

Table VI shows the mean scores and standard deviations of the entire
population studied and also for the Dublin population under 6§;0 years which
participated in the study.

STANDARDIZATION SAMPLE

N x Sx N X SD
a) Test 1lla 280 116.47 21.06
1lb 280 120. 47 23.18
52 87.2 17.79
b) Test 1lla 222 116.02 17.10 85.4 21,43
Test 11b 222 121.94 18.29
TABLE V1

TEST 11: Mean scores and standard deviations on:

Test 1la and Test 11b for a) entire research population
and b) Dublin population under 6;0 years.

The average score on this test is 100, therefore, the achievement of the
Irish population on this test indicates an above average achievement which
is significantly higher than the achievement of the American sample studied.
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Table V11 shows a breakdouwn of Test 11 scores by socio-economic status.

SES TESTS 1la AND 11b
CATEGORY N TEST 1lla TEST 11b
1 18 118.58 22.57 119.35 32.56
2 28 126.03 15.32 125.53 15.81
3 42 124.09 35.28 126.17 36.89
4 27 118.46 17.67 120.25 17.66
5 42 114.34 12.61 : 121.50 16.95
6 16 109.13 9.06 111.82 10.05
7 20 104.09 16.68 115.35 16.35
unknown 8e 113.04 17.42 118.65 21.05
TABLE V11

Breakdown of scores and standard deviations by socio-economic status {transformed
scores given).

For Test lla, the trend is for mean scores to increase as socio—economic
starvus ascends, with the exception of status group 1. This trend is not
repeated however for Test 11b. The highest mean score in Test 11b is achieved
by socio-economic group 3 and the lowest by socio-economic group 6 so there
seems to be no direct relationship between socio-economic grouping and mesan
achievement for the verbal ability section of Test 11.

Table V11 shows the breakdown of Test 11 scores by sex.

TEST 1la TEST 11b

N X Sx X Sx
Males 135 118.36 17.15 123.19 19.58
Females 37 112.38 16.47 119.99 16.01

t = 2.59 (not sig. at 5% level) t = 1.32 (not sig. at 5% level)

TABLE V111

Breakdown of scores for Dublin population for males and females.

The mean scores for males in both sections of the test is higher than for
females. Test 11b (VA) mean scores surpass the lla (AC) mean scores for bolh

sexes. The difference in mean scores was not significant at the five per cent
level.

TEST 111: The Renfrew Action Picture Test (RAPT)

The RAPT is divided into two sections yielding an Infcrmation Score and a

Grammar Score. These sections are designated as Test 1lla and Test 111b
respectively in the following tables.

Table 1X provides a breakdown of the mean raw scores and
of the urban population test who were under 6;0 years of age.
mean scores (test norms) for the English population are given fo

standard deviations
The equivalent
r comparison.
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RESEARCH (DUBLIN) POPULATION ENGLISH POPULATION
AGE X Sx N NORMS FROM t- SIG.
TEST ‘value LEVEL 5%'
(RAW SCORE)
430 - 435 19.94 4.94 50 19 1.35 NS
4;6 - 4511 21.12 4.60 74 21 0.22 NS
5;0 - 5;5 21.76 4,62 49 23 -1.88 NS
536 - 5311 24.87 3.60 37 24 1.64 NS
6;0 - 635 24.34 . 3.56 13 26 -1.68 NS
636 - 6311 28.00 2.60 8 27 1.09 NS
TEST I1ia
4;0 - 435 19.98 6.55 50 22 -2.18 S
436 - 4;11 21.32 5.83 74 25 -5.42 S
5;0 - 5355 22.63 5.45 49 26 -4.30 S
5:6 — 5;11 27.70 6.00 37 28 -0.30 NS
6;0 - 635 27.46 7.16 13 29 -0.78 NS
6:6 -~ 6311 32.70 5.80 8 31 0.83 NS
TEST IIIb
TABLE IX
Test IIIa and Test IIIb: mean raw scorss and standard deviations

of the urban population. The equivalent mean scores (norms) for the English
population are given.

The mean raw scores for Test IIa and IIb tend to increase gradually with
age but there are two exceptions to this trend. These are between the 5;6
years group and 6;6 years group in both sections of the test where the mean
score is slightly less for the older age group. The equivalent English mean
scores increase by two points for Test 1llla and by one point for Test 111b.
The variation in standard deviations is small for both sections of the test;

for Test 1llla, standard deviations range from 2.6 to 4.9 and for Test 1ll1lb
the range is from 5.45 to 6.5S5.

The differences between the Dublin mean scores and the standardization
sample mean scores were analysed using a t-test (t-values given to the right
of Table X). No significant difference was found between the mean scorss
for both groups on Test 1lla. For Test 11b however, a significant difference
(at the S% level of sig.) was found between the means for the age ranges 4;0 -
4;5 years; 436 ~ 4;11 years and 5;0 - 5;5 years. There was no significant
difference between the two samples for the remaining three age groups on
Test 11l1b.

Table X gives the breakdown of scores by socio-economic status for
Tests 1llla and 1lllb.
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SES TEST 11la TEST IIIb

CATEGORY N X 5% X Sx
1 19 62.58 21.61 56.79 21.51
2 28 64.14 21.83 55.25 28.39
3 42 67.11 22.15 60.67 29.99
4 27 66.55 18.19 59.89 22.18
5 42 58.86 18.33 53.72 18.88
6 16 53.50 19.54 49,50 21,30
7 20 66. 40 12.22 48,60 12.90

Unknown 86 55.65 22.89 47,81 27.12

TABLE XI

Tests IIIa and IIIb: Breakdown of scores by socio-economic status.

Mean scores for Test IIla (Information Section) are consistently higher
than those for Test IIIb (Grammar Section). Socio-ecoromic status group
3 achieves the highest mean scores for both sections. The lowest mean scores
are achieved by status group 7. Mean scores increase with socio-eccnomic
status up to group 3 but this pattern is not maintained after that.

Table XII provides a breakdown by sex of the mean scores for Test IIla
and IIIb.

TEST IIIa TEST IIIb
N X Sx X Sx
Males 135 59.76 21.54 t = 1.07 56.79 19.19 t = 1.50
Females 87 52.46 25.19 47.30 24.84
TABLE XII

Test IIla and Test IIIb: Mean scores (transformed) and standard
deviations for males and females.

The mean scores for boys are higher than those for girls on both sections
of the test. This difference was not significant at the five per cent level
of significance.
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The principal objective of this study was to determine whether the norms
provided by the three tests used are relevant and meaningful for use with Irish
children. As Parastevopoulous and Kirk (1969 p. 50) state .... "Norms should
be devised for every subgroup with which an individuall!s test scores might
reasonably be compared", since the use of irrslevant norms may be misleading.
The main reasons to question the relevance of using English or American ."srms
with Irish children are firstly, that the English language as spoken by the
Irish is distinctive; and secondly, that Irish children who attend primary
schools where they are subject to a bilinqual education may be "different™
linguistically speaking, to children who are taught exclusively through one
language.

The achievement of the Irish poplation studied showed that there were
no significant differences between the Irish mean scores and the English mean
scores on both of the English tests, Test 1, the English Picture Vocabulary
Test and Test 111, the Renfrew Action Picture Test, except for the 4;0 - 536
years age group on one section of the RAPT (Grammar score). This indicates
that these tests in their present state may be used with confidence on Irish
Children, but that caution should be exercised when assessing 4;0 - 5;6 year
old children with the RAPT,

However, the pattern of achievement of the Irish population on Test II,
the Pre school Language Scale, is quite different. The Irish mean scores are
much higher than the equivalent American mean scores. The PLS in its present
form is therefore unsuitable for Irish children.

These results confirm the findings of previous research done using this
test in Ireland (Supple, 1976). Zimmerman (1976) reports however, that the
PLS items are probably "too easy" and subsequently (1979) the test has been
upgraded.

A number of patterns emerge when the breakdown of the results,azcording
to socio-economic status of the children, is studied. (Tables IV, VII, XI),

For Test I, the EPVUT, the tendency is for the mean scores to increase
as socio-economic status ascends. The average mean score on the EPVT is 100
with standard deviation of 15, the three higher socio-economic status cate-
gories achieved m=an scores of over 105 and the four lower categories
achievement ranged from a low of 88 to a high of 95.07. This finding for
lower status groups to perform poorly on the EPVT is also reflected
in studies done by Kelleghan (1974), and Kelleghan & Edwards (1973),
and Kelleghan & Greany (1973) in Dublin and also work done in Manchester
by Harpin (1973). The EPVT is thought to be an indicator of socio-economic
factors in the sense that some children may be familiar with objects illustrated
by reason of economic conditions (Schonell & Goodacre, 1975), or that some
children may not be familiar with the convention of two-dimensional repre-
sentation of objects (Yoder, 1974).

In view of the evidence presented above, it seems that the EPVT may

indeed be "culturally biased" as Irving (1972) stated in relation to the
American version of the test,

The pattern of scoring on Test Ila, the Auditory Comprehension Section
of the PLS, is similar to that of the EPVUT and this would be expected since both
tests measure aspects of language comprehension. But, on the Verbal Ability
Section of the test (IIb), there is no consistency in the scoring trend.
The lowest mean scores are achieved by the lowest socio-economic groups,
but groups four and five show a higher achievement than group one, and
group three scores #r2 higher than those for group two. Perhaps the
"limited ceiling" (Ward, 1970) for older children is reflected in this
trend, since 70% of the population studied were over 35;0 years.
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The mean scores for Test IIIa, ihie Information Section of the Renfrew
Action Picture Test, reflect the higher scoring capacity of the top four socio-
economic status groups on this test. The achievement of Groups Three and Four
is the highest and th=z achizvement of f"otoup Seven is the lowest. Two factors
that may have been responsible for this are: a) that the lower socio-economic
groups tended to give short, elliptical answers to the questions asked,
continuing the pattern of answering with which test begins; and b) that

many misinterpreted pictures 5 and 9 and so failed to gain marks for
Information.

The Test IIIb results indicate a similar pattern to those of Test
I1TIa, that the four socio-sconomic grouns achieved higher mean scores than
the three lowzr ones. 4roup three again has the highest mean score with
group seven showing the lowest. The tendency is for the scores to increase
with socio-economic status up to Qroup three and they decrease for groups
seven and two. The reasons for this decrease in the higher socio-economic
status groups is not clear. This sa2cion of the test measures Grammatical
Ability and it is reasonable to expect differenc2s in the syntactic structures
uttered by the different socio-economic groups. Other research measuring
the syntactic knowledge c¥ different social classes (frasure & Entwisle, 1973)
and the ability of the lower social class child to produce "correct" gram-

matical constructions (Bruck & Tucker, 1974) have found similar trends as
this.

It is a widely held generalization that females are superior to
mzales in language development. Some studies indicate this female super-
iority in learning early vocabulary (Nelson, 1973; Clarke-Stewart, 1973)
and others strongly suggest that girls progress more rapidly than boys
in syntax development (Ramer, 1976; Koenigsknecht & friedman, 1976).
Mc Carthy (1953) found "small but important" differences in favour of’
girls in general language skills, but in a later study (Mc Carthy & Kirk, 1963)
no sex differences ware reported excent in one area (Auditory Vocal Ass-
ociation subtest of %he ITPA) at 5;0 and 5;0 years only. In a review
on the literature on sex differences in language functioning, Maccoby &

Jacklin (1974) suggested that the advantage of females, if it exists, is
small.

Contrary to the evidence in favour of females in lenguag~ skills;
Brimer & Dunn (19562) cite a number of studies where orally administered
vocabulary test results show a consistent direction of differences in
favou. of boys (Templin, 1957; Sampson, 1959; Spearritt, 1962). From their
standardization study of the EPVT, they concluded that the EPVT results
represent "a characteristic vocabulary difference between the sexes, when
this is assessed through nsral administration” and that this difference is
in favour of boys.

In the present study, only the results of the EPVT indicate a
difference in scoring achievement between boys and girls. The difference
is in favour cf boys and it was found to be significant at the five per
cent (5%) level. The results of the other two tests showed no significant
differences between sexes in their scoring even though the boys' mean
scores are higher than the girls' mean scores.
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REMEDIATION WITHIN THE LANGUAGE ENVIRONMENT

We are all aware that there are many different kinds of English. The
Officialese and the Religiousese, to menticn just two, and we cope with
these with varying measures of success. The child with a speech probleu
may, however, be in extraordinary difficulty with English, when it is
presumed by the adult that he should be coping. The previous speaker

has discussed the results of her research into the way in which Irish
children cope with the tests of verbal communication which were standard-
ised on noan-Irish children. It is now important to decide to what extent
cultural and dialectal differences of both patient and therapist affect
remediation for those children where a language problem has been identified.

It is an important part of a therapist!s svaluation to conside- the childts
utterance in the context of his environment. Scheflen (1972) states

"the ability" to speak is universal; but language is culturally destermined”.
If in this definition, speech is considered as the mechanics of being

able to produce sounds, and language as the modification of these sounds
into words and sentences, it can be recognised that the way which I,

as a Southern English speaker, organise my sounds and structures is
different from the way that those of you who are Irish s-~eakers of English
organise yours.

Perkins (1977) defines language delay as “the failure to understand or
speak the language code of the community at a normal age". Implicit in
this is that remediation of language delay requires the therapist to have
a working knowledgse of what is the norm not only for the child's age but
also for the Community in which he is living. What is right in one
Community is wrong in another, and thus would require remediation.

A problem frequently encountered is that of confusing normalcy with perfect
speech. Perfect speech is possibly an unattainable goal in any speech pro-
duction, but normalcy is what each one of us here has achieved. For pro-
duction to be normal, it must conform to certain criteria. It must be
intelligible te the listener; it must conform to the vocabulary and syntax
of the Community, or culture; and it must employ the prosodic features, ie.,
intonation, stress, and pausing patterns of the culture. It must not offend
the ear of the native listener?

Quirk (1972), in describing what he calls Standard English, states that it
"is that kind of English which draws least attention to itself over the

. widest area, and through the widest range of wusage . As we have seen, this

norm is a complex function of vocabulary, grammar and transmission, most
3 3 3 3 3 »
clearly established in one of the mz2ans of transmission (pronoun01at10n).

This statement can be interpreted in the terminology of Semantics, Syntax
and Phonology when looking at normal:y in Expressive Qral Lanquage.

So called Standard English and Normal Speech and Language are synonymous.
The speech therapist is not concerned with arbitrary and imposed standards
of correctness, but with normality of production. Who is to adjudge the
relative correctness of on2 utterance against another in a different culture
when both convey the same meaning with equal ease for the listener.

The speech therapist aims to assess and remediate where appropriate the speech
and language of the patient. Thes® skills would be assessed in the afore-
mentioned areas of Semantics, Syntax and Phonology. The tests used would

be standardised on a non~Irish population, as currently there exists no
Dzvelopmental Language Test designed with Irish children in mind. A

commonly used test for Phonology is the Edinburgh Articulation Test,
standardised, as the name implies, on children in Edinburgh, and latterly

on Nottingham children. When using this test in England, the children
automatically achieved a score of at least One (!) because the word
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"soldier" is given an £dinburgh Realisation ¢nd a final retroflex /r/ is included.
The scoring instructions allow for a subjective assessment of the child's
environment ana states in the discussion dealing with local variants; "These
variants are then «¢¢ee¢e..... accepted as Right." This subjective assessment

is viable only as long as you know the Variants. It is in this area that

the tharapist experiences the most difficulty. Some of the variants are

very well known, such as the Cockney use of the glottal stop in place of the
medial /t/ in such words as Butter, and of course, the dentalisation of /th/

as in English spoken in Ireland. What is more difficult to assess, particularly.
for a foreigner such as me, are the particular regional differences like the
retroflexion of the /s/ as is heard in the West and the commonalisation of

the /i/ and /e/ as is heard with some speakers in the area around Cork,

where pin means either 'pin' or'pen'. These, to someone not !in the knouw!

could constitute a spesch defect. A very common occurence in Upper

Middle Class English is the labialising of the /r/ sound. To most people
"wabbit" for "rabbit' is definitely wrong, but you only have to listen

to some politicians or members of the aristocracy to realise tha® in certain

strata of society, not only does this not constitute a defect, it is a
positive social asset!

In Semantics, the vocabulary usuage shows differences and individualism.

There are words used by all of us, which are peculiar to our Cultures
and Environments.

These must be identified and credited when assessing both a child's

receptive and expressive vocabulary, and a mistaken diagnosis of poor
vocabulary skills be avoided.

An example of this is apparent in the Reynell Devezlopmental Langiage
Scalss, a test of both receptive and expressive language, where the child
is presented with a sentence:- Bobby pushes baby over, who is naughty?
"Naughty" is a common word in England, where the test was standardised,
but in Ireland, it is used much less frequently. The likelihood is that

a child, particularly one who is having difficulty in language skills, will
be unfamiliar with this word, and as contextual clues are minimised in the
presentation of this test, is likely to make an error. If however, the
phrase:-!'Who is bold ? ' were used, the chances of a correct response are
enhanced. It may be argued that in the overall score a difference of only
one point in the raw sco.e will make minimal difference, but if this type

of cultural error occurs on several occasions, a different interpretation
may be the result.

Assessment is an integral part of any remediation programme. Assessmant
fulfils several functions:-

1. It enables the child's performance to be compared with that of his
peers. :

2. It enables a child's progress to be charted over a period of tims.
3. AND MOST IMPORTANTLY:- It provides a focus for therapy.

It is, however, the interpretation of these results in the light of
previously noted knowledge of the norms of the community that allouws

this final function to be achieved. It is essential that therapy sssisis
the patient towards normalcy, and enables him to be more closely integrated
into his language community. Therapy must never alienate the child in

his community because of imposed linguistic standards, but approximate

his linguistic behaviour to that of the community in which he lives.
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So far, the child's performance has been under discussion. It is important
to remember that a major factor in remediation is the verbal input by the
therapist. As Barnes (1962) states, "The teacher teaches within his frame
of reference, the pupils learn in theirs, taking in his words, which 'mean'
something different to them, and struggling to incorporate this meaning
into their own frame of reference." As therapists we need constantly to
remember that, firstly, the children we are involved with have a basic
language problem, otherwise we should not be seeing them, and sscondly,

we may be complicating this problem by the type of utterance we are

using. It is necessary for us to employ, syntactically, structures within
the child's usage, semantically, words within his knowledge, and phonologically,
sounds within his repertoire. It is necessary to have at least a reasonable
working knowledge of what is the norm for that region, and to adopt this as
the norm for that child. This is an almost impossible task, and you are
constantly having to revise your own knowledge in the light of your own
experience. As a comparative newcomer to Ireland, this has latterly bean
my lot! The English as spoken in Jreland has many individual differences
compared to the Southern England English to which I am accustomed, in all
three Linguistic areas previously identified. A few examples I have
noticed may highlight this. Firstly, there is the difference in the use of
the verbs "oring" and "take'". The word "bring" is often used where I would
use "take", for example, "Bring your copy home with you." is normal here,
whereas I would say "Take your book home with you.". "To make strange" is

a structure I have never heard before and have had to have interpreted, and
still do not fully realise its meaning. I have noticed, also, a different
form of question, and I have not yet determined whether this is a general,
or specifically, local usuage, (perhaps you could tell me), when a question
is posed in the positive, and then immediately negated to form a negative
guestion, such as "You're going out - no?" My form of utterance in this
case would be "Are'nt you going out?". Crystal (1976) describes in "Bevelopment
of syntax", the emergence of the double auxiliary (p. 74) and cites the
example "He have been crying". He puts this structure into Stage IV

and suggests this occurs normally at the age of 2;6 to 3;0. This structure
is one not normally used by Irish children, and remediation of this would
be superfluous. Another structure not normally used in England is dealing
with negation of some verbs. Notable among these are "amn't" and “usen't™.
Contraction of these verbs tend to be "I'm not" and "I didn't use to" or
the full form "I used not to" in Southern English production. It would

be easy for an uniformed outsider to raject structures not conforming to
their ideal, and attempt to impose their syntactical standards on the
child. Phonology is the area which penple get most conscerned about.
Children can be corrected for sounds which are:-

a) developmentally not in the child's repertoire, OR
b) culturally different in the phonological system.

Undue correction of sounds in either of these categories can produce an
unwillingness to communicate, frustration, and can even result in creating
problems in speech fluency. I have already mentioned a few examples of
these, but others come to mind, such as the different realisation of the
/1/ phoaeme, the Irish speaker of English using a clear /1/, and the English
speaker of received English using a dark /1/. /w/ is seldom aspirated in
England, although it is in Scotland and in Ireland, where /hw/ is a common
and correct realisation of the initial phoneme in "where" and "when" and
other words beginning with "wh". This would be considered rather theatrical
and the hallmark of a person who has had speech training lessons in the
general English environment. Particular cultural words and expressions do
not concern the teacher as much as these differences in phonology, perhaps
this is because we as adults are skilled at extrapolating information

from all the linguistic cues, and even I understand what is meant by

"It was gas", and "we had great crack". It is on the input side that we

240




-60-

must guard against unfamiliar vocabulary, whereas in the child's ouiput of
speech we are likely to correct that which offends our ears by what we
consider to be its non-conformation to our standards and self - and culturally
imposed norms. If I, as an interested adult , am having difficulties in
extracting the meaning of some structures, how much more must the child,

with an inherent speech and language problem, be in troubls, if unusual
utterances are used. 0o we, therefore, expect the child to conform

to QUR model and reject his attempts when he does not? Are some children
given the ‘abel speech and/or language handicapped, when they in fact are

not, but we are, when it comes to using their lamguage code? Latterly,

there has been an increase in the use of formal lenguage programmes. Thease
programmes are available in soms instances in commercially published form,

and parents may go to any bookshop and purchase them. It becomes increasingly
important to remember local variations and to adapt the programme accordingly.
There can be a danger that a child, who is having extreme difficulty in ac-—
quiring even the language of his community, is expected to understand and use
sentence structures and vocabulary which he will never hear used naturally

in his environment. A slavish adherence to these programmes can be as dam-
aging as no intervention at all, and each programme should be carefully
examined and adapted before it is recommended to a parent.

Berger and Luckman (1966) state that, "Language originates in, and has its
primary reference to everyday life". The role of the remedial linguist is
to provide the child with a competent linguistic vehicle to cope with the
everyday life that he leads.

DOREEN WALKER,
Trinity College,
Dublin,
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The acquisition and usage of interrogative ‘and negative forms by Irish

schoolchildren learning French.®

By Roger Bennett Trinity College, Dublin

Some differences between learning a language in a "natural" and a "non-natural"
environment are highlighted by the acquisition of interrogative forms. 1In a
natural environment, where the target language is being used for normal
communicative purposes, the learner is accustomed to asking questions; in a
non-natural environment - the classroom - the learner spends more time answering

questions than asking them, and may therefore have a much better passive than

active knowledge of such forms.

As for negative forms, many learners have difficulty in learning constructions
involving "ne...pas", especially in word-clusters where the two negative markers
are widely separated. In a non-natural environment, this difficulty may be
compounded by curricula in which items for learning are sequenced according to
supposed order of complexity, so that a learner does not encounter such word-

clusters until at an advanced stage of the course.

What type of survey to use? A longitudinal survey, often used in research into
first language acquisition and second language acquisition in a natural
environment. would bhe unsiuitable because of the relatively sl w rate of
acquisition in a non-natural environment. But I intend to monitor the progress

of a limited number of beginner-learners longitudinally.

The principal source of data will he a cross-scctional survey. 1 will make
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two comparisons: 1. between the performances of students with a largely oral-
aural learning background, and of students who have followed a more "traditional™

syllabus; 2. between the oral and written performances of these groups.

Performance will be correlated with socio-economic beckground. The survey

will be administered to students in the pre-Leaving Cert. year.

Elicitation procedures:

Both oral and written tests will be used.

A. Oral test for negatives:
i an imitation exercise

ii a picture test

B. Oral test for interrogatives;
i an imitation exercise
ii an exercise in which the student performs communicative tasks

involving the use of questions.

C. A representative sample of students will be recorded in conversation with a

native French speaker.

D. Written test for negatives;:
i a translation exercise

ii the transformation of model sentences from the affirmative to the negative.
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E. Written test for interrogatives:
i a translation exercise
ii the student is given a series of answers for which s/he must suggest
questions

iii see Bii above.

F. Free composition :
To reduce artificiality, the test items are related closely to normal
communicative needs. Questions and sentences to elicit specific structures
are randomly interspersed amongst others which do not have this aim.

Lexical and semantic content is kept simple.

* Summary of a paper read at the Irish Association for Applied Linguistics

at Carysfort College on 7 March 1981.
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THE DEVELOPMENT OF A PHONETICS LABORATORY

FOR USE IN LINGUISTIC RESEARCH *

Ailbhe Ni Chasaide.

Centre for Language and Communication Studies, Dublin University

"The rain in Spain
falls mainly on the plain."

1

The perception of phoneticians and their work by the general public
rarely extends beyond the eccentric antics of Professor Higgins, the
famous G.B.Shaw character, and his attempts to correct a flower girl's
pronounciation of the immortal lines above. Indeed, Professor Higgins
has done much to foster the myth that phonetics is limited to establish-
ing norms of pronounciation.

The study of phonetics, which has been traditionally concerned with the
description and classification of speech sounds in terms of their artic-
ulation, has been revolutionised by the technological advances of this
century. The scope of the study can be outlined with reference to

fig. 1, and divided into three main areas.

A ; B 5 C
AN |
. |
Figure 1 ' :

A. Production. Speech is the result of an airstream, usually set in
motion by the lungs, which is interfered with to produce souands
as it travels through the vocal tract, e.g. at the vocal folds,
tongue, lips etc.

B. Acoustics. The speech waveform as it travels from speaker to
listner can be recorded and analysed into its component frequenc-
ies. Traditionally, the device used to do this was the sound

* This article describes the phonetics laboratory which is currently being
developed in the Centre for Language and Communication Studies, Trinity

College, Dublin University.
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spectograph. Nowadays, most acoustic analysis of speech for
research purposes is carried out by computer. Fig. 2 shows a
spectrogram of the phrase 'cois na leapa.'

kHz

| Figure 2

The more popular term 'voiceprint' may be familiar to some, since
there has been considerable controversy surrounding their use
in criminal investication. The acoustic description of speech
sounds is linguistically interesting inscfar as it can be related
to the production of speech and its perception. Indeed, acoustic
description is a prerequisite for most work on speech perception.

C. Perception. The question inevitably arises as to which features
of the speech waveform are extracted by the Tistener to reconstruct
the message. The main technique used here is speech synthesis,
whereby the most important parameters of the acoustic signal to
our perception are artificially synthesised. These parameters
can be manipulated (removed, added to, changed) in various ways
to test their relevance to our perception.

As the first stage in the developmert of the phonetics laboratory, we

are concentrating in particular on the area of speech production. The
configuration of the system which is currently being set up is illustrated
in fig. 3.

The aerodynamic unit (1) registers information concerning air-flow rates
and pressures during speech. To obtain air-flow rates, the informant
speaks into a mask, (2), with two compartments to measure flow from nose
and mouth separately. By inserting a catheder containing a pressure
transducer, (3), through the nose we can obtain oral pressure

(if the transducer lies in the pharynx), or the equivalent of subglottal
pressure (if the transducer is swallowed into the oesophagus just below
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COMPUTER
monitor
/ 6
2 A
' ==
=~ — —1- i — S 7
1 aerodynamic || F.M.tape cenfral 1 L] YV
unit recorder rocessor recorder

terminal

1
S

Figure 3

the glottis). These, along with a larynx microphone signal, (4), are
recorded on a multichannel F.M. tape recorder, (5). The signals are
digitised, stored in the computer, (6), and displayed on a monitor. !
Using cursors, various measurements and calculations are made from the
displayed traces, and the results are processed by the computer. The
ultra-violet recorder, (7), gives a permanent hard copy of the signals.

Fig. 4 shows a number of possible traces that might appear on the monitor.
With the exception of the nasal air-flow trace (for which I have added
freehand to the original record a typical sample for the purpose of

the illustration below) they have been obtained from a mingograph
printout for the phrase; 'Duirt sé "leapa" liom'. The traces show, from
the top: Audio waveform, taken from a Tarynx microphone signal, Oral
egressive Air Flow, Nasal Egressive Air Flow, Intensity, laryngograph,
and Fundamental Frequency, or pitch. (The last three of these have not
yet been incorporated in our system).

AUDIO

{ mcrephone |
‘Z‘_‘_‘/'LN\———/M
NASAL A £ "\

W\

LARYSGOOR APH
.___—-——\_.ak /m T .

o YRR

d yilfad a ‘p‘z‘,;u

Figure 4

1. The interfacing of external equipment with the.computer and the .
software development involved, are being carried out by Mr. Eugene Davis
of the Centre for Language and Communication Studies.
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These traces yield a wealth of information,not only on the aerodynamics
of speech, but also on its articulatory and temporal organisation. A few
examples may he]q to illustrate their use. Looking at the Oral Air Flow
trace one can tell there is complete oral occlusion when the trace reaches
zero, and also the duration of such occlusion, e.g. for [p] in leapa

and {m] in 1iom. If we relate Oral to Nasal Air Flow we will see that
the important distinction between the two segments mentioned is the
presence of nasal air flow for fm]. From these traces, it is possible

to see and make quantitative measurements of nasal coarticulation with

the preceding vowel (anticipatory velic opening). The degree and

duration of coarticulation could be expected to vary somewhat between
languages, and even between dialects of the same language. Coarticulatory

evidence in general has served as the starting point for some important
theories on the neural control of speech production.

In a clinical application, nasal leakage, characteristic of the cleft
palate condition, would be visible during speech and, particularly,
during the oral closure for [ p}. ‘A quantitative assecsment of cleft
palate damage and of improvement subsequent to speech therapy, or
surgical intervention, can thus be aided by this type of instrumentation.

By relating more traces to the two already mentioned, one can add further
dimensions to the picture one is building up of a particular aspect of
language structure. An inspectinn of the audio waveform, from which
voicing and aspiration can be deduced (top trace), shows voicing to be
another distinguishing feature of the two segments [p] and [m]. At a
more detailed level, one can investigate the temporal relationships
between laryngeal and supralaryngeal activity in voicing contrasts.

These traces, along with further dimensions, are central to my current
research - an investigation of the phonetic realisations of phonological

voicing oppositions in a number of languages including Irish, Icelandic
and Scottish Gaelic.

The laboratory has been designed in a modular fashion. Further development
is envisaged in two stages. In the immediate future, it is planned to
expand the present system by adding the means to analyse further types

of information, e.g. the laryngoaraph, glottograph, pitch and intensity
extractors. One important addit1cn will be electropalatography on

which work has already begun“, This technique yields precise
articulator; information, which is obtained by wearing an artificial
palate (similar to a dentist's plate) into which electrodes have been
inserted. A picture of the roof of the mouth showing the areas of tongue
contact can thus be obtained. This we hope to be able to display
simultaneously with the range of information already discussed. The

picture will be dynamic, changing as a cursor is moved from left to right
on the monitor screen.

Longer-term development will be aimed at the investigation of the acoustics
and perception of speech. This will require in the first instance an
expansion of computer storage and memory facilities. In the development

of acoustics (and synthesis), we hope to work in close contact with the
Department of Electrical and Electronic Engineering, where development

¢ Tnis project is in collaboration with Frank Heuston of the Dental School,
Dublin University.
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work in the area of speech recognition is in progress.

As the first of its kind in the Republic, the phonetics laboratory
should greatly extend the potential range of linguistic research here.
The Irish language has an unusual sound system which presents the
phonetician with a number of interesting problems, and it is expected

that the laboratory will be used by American and European, as well as
by Irish scholars.

Centre for Language and Communication Studies,
Trinity College, Dublin University.
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M. CONRICK: ERROR ANALYSIS OF IRISH STUDENTS LEARNING
(French Department, FRENCH
U.C.C.)

METHODOLOGY

RECORDING

ﬂaterial

At the outset, the research was intended to include study of certairn
morphological and syntactical phenomena as well as the phonetic and
phorological. However, it was soon restricted to pronunciatiorn because
of the extent of the material to be treated under that heacdiag. The
corpus consists of material recorded, using the C.G.M.62 test, devised
by C.R.E.D.I.F,; this test provides a series of pictures, depicting
evervday family life, which the subjects then describe in their own
words. An obvious advantage of this type of test, is that one does

not have the problem of mispronunciation due to a lack in reading
skills,

Subjects

The subjects chosen for the test are girls preparing for the Leaving
Certificate Examination. It was felt that by choosing students at
this level, (i.e. end of Secondary School, beginning of Third Level),
the analysis could be useful to both Second and Third Level teachers
of French pronunciation. It is, at the moment, regioral in its szope,
since the students involved are all natives of Cork. This is lergely
for the purpose of having a reasonably homogeneous group, fror the
point of view of linguistic background.

PRELIMINARY CONTRASTIVE ANALYSIS

I have alsc undertaker some research on contrastive analysis of French
and Eibernc-English, (the first language of the students recorded).

Tnere is quite an amount of work available on French - notably that of
tierre Delattre. His comparative work, however, refers more specifically
tc American English. Other useful work has been published by Pierre

and Monique Léor and by researchers in the Institut Phonétique d'Aix

er. Provence, for example, Georges Faure and Albert D1 Cristo.

Unfortunately, many researchers in the fieled of pure phonetic geszripiicr
ol varieties of English, give too limited descriptions, confinin; U ex-
selves to comments on the / 1/, the post-vocalic / r/ and the "sc
/ t/. It is surprising, for instance, that J. D. 0'Connor in h.s
Fnonetics, publisheé by Penguir irn 1973 (4th edition 1977), should
ignere the reductior of some R,F. vowels to pure vowele in Mibern:o-
Frglish., The pretlen is greater in the fleid of appli
since very little worry has beer dome ir the specific f
students Jlearning French.,

el Thometice,
) :

el ¢c7 ITied

oo
) w—t
U-
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TRANSCRTITION

Symbols and Abbreviations

The average number of phonemes per student is about six hundred.
Their transcription is based on the International Phonetic Alphabet,
with some deviation irn the use of diacritic signs. Each segment,
(rhythmic group), is first transcribed graphically, disregarding
morphological and syntactical errors, then a normative transcription
is given, followed by the actual phonetic transcription as recorded
on the tape. The final step, at this stage, is to give the"Ecart
i.e., the distance which separates the pronunciation fromw the norm.

Examples:

To establish this norm, I have used Pierre Léon's book entitled
Prononciation du Frangais Standard, published in Paris by Didier, in
1966. 1 also decided to use the maximum phonological system of thirty-
six phenemes, in order to give as detailed a description as possible,

Description of Error

Finally, a commentary is giver on each phoneme, describing

- the phonetic nature ci th: error
- its context

- 1ite frequency in relation to the totzl number of realisations of
the phoneme

possible reasons for the appearance cof the error:

The overall results of the research will then be based on the
accurmlation of information obtained from each individual recording.

Classification

At this stage, alsc, errors will be clascifiec accerding to their
gravitv fror the point of view of the funzrior of compurnication. I
this light, the mos: seriocus errors are th: phonclogice., wnict cao
lead tc misinterpretation of the message. Preonetic errcrc are less
important in that they are unlikelyv tc lead to mininterpretatior,
but would probably reveal a "foreign accent". Finelly, the least

serious wouid be the use of regicnmzl cr stvlictic variants (provicecd

thev are used consistently).
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4. CORRECTIVE EXERCISES

This classification will indicate where the need for corrective
exercises is greatest and these will be devised accordingly. It
will also permit an appreciation of the adequacy or otherwise, in
an Irish context, of exercises devised by, for example, Pierre and
Monique Léon, Georges Faure and Albert di Cristo.

PRELIMINARY FINDINGS

From the transcription so far, it seems that premises based on
preliminary contrastive analysis are justified.

1. POSITIVE TRANSFER

Generally, Hiberno-English speakers, have some advantages over their
RP counterparts in learning French. These are, notably

- the smaller number of diphthongs,
(/ax/, /av/, [2%))

- the pronunciation of a 'clear" / 1/ in all contexts,

- the pronunciation of the RP /€ / and /& / ac dental stops
{(opposed to / t/ ané / d/ alveolar stops),

Tnis favours positive transfer to French, whichk has nc diphthongs,
clear / 1/ in all positions and dental / t/ and / ¢&/.

Z. NEGATIVE TRANSFER

Nevertheless, one must conclude that the possibilities for negative
transfer are greater, given that the phonetic bases of French and
Eiberno-Engiish are diametrically opposed. This can be seen at all
levels, in the phonemes themselves ancé in prosodic features.

H.E. French
1. diphthongs 1. nc diphthongs
2, lax vowels 2. tens:z vewe.s
3., neutralisation of vowels 3. -

in unstressed syllables

4. nasalised vowels 4, nasel! vewels
: nz fron: rounded vowels S. & series ¢f freot rovrued
VOWe S

O
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6. aspiration of consonants 6. no aspiration

7. alveolar /r / 7. wuvular /r /

8., / j( not appearing in final 8. / j/ in all positions
position

9. / t/ sometimes pronounced as 9. -
(£]

10. free stress 10. fixed stress

11. tendancy to closed syllables 11. tendancy to open syllables

All of these differences have led to errors of varying gravity.

Vowels

A large number of errors are related tc stress and rhythm, in
particular, the neutralisation of unstressec vowels. A striking
example is the sound /d / which would not appear tc present any

great difficulty tc the H.E. or indeed English speaker, However in
a sequence such as,

"Il est 3 table"

Culeera™abl]

the second Ld J is frequently found to be correctly pronounced (at
ost, it would have slightly closer quality than ir Standard Frencth),
whereas the first {3 ] is almest inevitably proncunced as the neutral
vowel [@1 . One must therefore ensure that the learner is atle ¢
pronnounce the phoneme in all contexts, (including stressec/unstressed),
whether he already possesses the phoneme ir his native svster Oor nct.
The importance of context is also seen in the fact that . j/ in finel
position will tend tec be prenounced as [ o 5 or U170 because /37
doesn't appear in this context in Englist.

Linguistic distance has also tc be considere¢ in that phonemes which
exist only in the target language have caused difficulties - in
particular the series of front rounded vowels, vy /, / ?/ / @/ and
21so the nasal vowels /L /, /& /, /3 / and /T /." In the case of /y /,
fer instance, the wmost frequent mistake ic tc confuse it with the back
rounded vowel /w /. With regard to nasal vowels, there is usually the
addition of & consonantal appendix, usuziiy /b /. Exampie [mamZ?]
Ancthe* big probler is the lack of tension in vowels - this leads to
ciphtiongisarion wrich is perticularly neticeable if vowels are
iengthened by stress, Oor wnere there is hesizsti
ir. the segquence, [fadt:)&kh:_,] c 3
tc bezome [_“‘”

Ci.. TICr examrie

Consonarnts
Tne phoneme v/ seems te preseTt ¢ viooat o is omoes
frequently pronounced eas the alvetlar Enpiish /7T ..

Aruitoxt provided by Eic:
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Aspiration is also noticeable, as can be expected, in the voiceless

stop consonants. /t/ and /d/ are sometimes pronounced with an
alveolar articulation,

There are also some isolated mistakes of devoicing consonants:

"maison"

This would seem to be by association with the spelling.

Conclusion

Errors recorded so far would seem therefore to confirm initial
expectations except with regard to one phenomenon - the "soft"
/ t/ - contrary to what was expected, it is not a frequent mistake;
in fact only 2.5%7 of /t/'s transcribed are pronounced in this way.
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DELATTRE, Pierre

DELATTRE, Pierre

FAURE, Georges et
DI CRISTO, Albert

LEON, Monique
LéON, Pierre
LEON, Pierre et

Morique

O'CONNOR, J. D.
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SIMPLIFICATION PROCEDURES tN THE INPUT AND OUTPUT OF 2nd LANGUAGE LEARNERS.

Sean M. Devitt, Dept. of Teacher Ed. Trinity College, Dublin.

In my research | set out to attepmt to establish a developmental sequence for the
acquisition of French in the area of verb morphology and personal pronouns. Initially
| was inspired by the research of Heidi Dulay and Marina Burt who showed that immigrant
children from very different language backgrounds (Spanish and Chinese) learning
English in a natural environment in the US acquired a certain set of grammatical items
in a fixed order. (cf. Dulay and Burt 1973, 197k4a 1974b) They argued from this that
the children were showing evidence of a creative construction mechanism, that their
learning was largely independent of input and that there was a natural order for the

. acquisition of at least some parts of syntax in English. My question was: Could this be

true of French? 1s there a natural order for the acquisition of certain items of
French syntax?

It has also been suggested by Corder (1979) and others (cf. for example Schatz and
Gelman 1977, Newport, Gleitman and Gleitman 1977} that native speakers of a language
regress to an earlier stage of their own development when they are interacting with
novices in the language, that they simplify their language to a stage which they
themselves passed through as children. But there is some dispute about just how far
native speakers will simplify. It struck me that by examining also the speech of
French people to foreigners | might be able to establish a simplification sequence, or
a series of stages in the simplification process, which could have points of
correspondance (but in reverse) with the developmental sequence of learners.

With this dual purpose in mind | began data gathe.ing in summer of 1980 in France.
In order to test just how far French people would go in their simplifying processes
| gathered data from a wide range of people of different social backgrounds and in
different situations, pretending to have very little knowledge of the French language,
and speaking to people in shops, on the s‘reet, at the dentist's, in social gatherings,
etc. There were many of the features listed in the literature for Foreigner Talk, -
slower rate, higher pitch, overall simplification, etc. However in the area of
morphology or syntax, there were only two cases where one could say the level of
broken French or ungrammaticalness may have been reached. One was in the course of
an explanation by a Metro information officer on how to use the Metro:

- Alors, un ticket. h ticket vous. U ticket Madame. (pour ommitted)

The second was an assistant in the 7 alertecs Lafayettes speaking about reductions on
articles being exported.

- Et cadeau....femr? Assistant: Out, cadeau fermme paretl, 13%.

The second case may be an instance of the native speaker being influenced by the "input'
J-cm the . foreigner. 1t would seem from this data {which is still in the
process of being analysed) that in these cases at least French people were not prepared
to descend to the level of pidgin or broken French.

The other side of the research was in the language of learners of French. For
this purpose | interviewed some 15 students of different nationalities at the Alliance
Francaise in Paris, but the principal data gathering was from three Irish children
aged 6,9 and 12. They had never learned French in a formal way, and in the summer of
1980 they spent five weeks in France; three of these weeks were spent largely in a
type of holiday camp - Centre Aere - by the kind permission of the Parisian municipsl
authorities. All the other children in the camp were French. The three Irish children
were recorded three to four times each during and immediately after this period.
Seamus, the eldest, gave evidence of the following transitional grammar:

Verb Morphology: a reduced but well~defined system. He had readily distinquishable
forms for the following tenses, and the correct functional distinction
in the use of each, but usually had one form throughout for all persons and numbers.
Thus: Present: a_short form, usually corresponding to that used for singular.
Passe Compose: a + a form of the verh (frequently the correct past participle)
Inparfait: the ending [-<] throughout.
Retur: va + infinf}i;e_
There were also scatt&TTtd examples of Conditionals and past conditionals.
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Personal Pronouns: Subject: correct choice for person, number and gender.
Indirect Object: Correct use in a communicative context of
all except 3rd person plural. Uncertainty appeared when

his attention was drawn to form.
Disjunctives: Correct usage for all except 3rd person plural.
Direct Object: Total ABSENCE for 3rd person. This was not

an avoidance strategy, since the context frequently demanded
a pronoun. For example:

- Il va wutiliser comme des chaises. (les ommitted; standint
for les banes)

Syntax: Totally correct use of the simple negative ne ... pas, but no use of
ne ... rien , re .... personne.

Complementizing: Where ther - was a question of deciding between an infinitive or a
sentential complement, he made the correct choice 99% of the time,

though frequently there were errors within the sentential complements.

e.g. In answer to the question: Qu'est-ce qu'tl leur demande de
de faire? - Il demande qu'ils vont... ils jouent.

This data provides evidence that Seamus was coming to grips with the French language

at several different levels at once. In the area of verb morphology he seems to be
acquiring the verbal system in the following order: Tense and aspect markers first;
Person and number markers later. (The first person plural ending was beginning to appear
in later recordings. As for the pronominal system the total absence of the direct

object pronouns was surprising.

When analysing the data the question kept cropping up of WHY this was so. Also it wa:

apparent that the data was very restricted, having been collected in artificial and
limited contexts - in conversation with the researcher, using the Bilingual Syntax
Measure |1 of Burt, Dulay and Hernandcz-Chavez 1977, or talking about his holiday in
France or the journey. There is no data on the input of the French children in the
holiday camp, or of adults around him. This would be essential for a full and proper
interpretation of his output.

Many researchers have stressed the importance of considering input data in any
analysis of language acquisition. (cf. for example: Snow and Ferguson, 1977, Hatch,
1974 and 1979, Wagner-Gough and Hatch 1975). Me have already looked at features of the
language of native speakers interacting with novices in the language. The question must
now be asked: To what extent (if any) does the modified input (in which the native
speaker simplifies the language and clarifies the message) make the target language
easier for the novice to LEARN? | intend to continue collecting data, but now, rather
than separate the two areas, to draw them together and record both output and input data
for the same learners in different situations. The objective is to see if it can be
established that any features in the input may have a facilitating effect on the
learning process. There are many possible such features: frequency of occurrence of a
particular form; its phonetic simplicity, or regularity; its grammatical or semantic
simplicity; its value in communication, etc. etc. There are obviously many difficulties
in such an attempt. For example it has been pointed out that the fact that a feature
or a set of features exists in the input does not necessarily mean that it influences
learning. It might just as easily be the case that it is the linguistic level of the
learner that causes certain features to occur in the speech of someone addressing him
or her. Dulay and Burt (1977) themselves recognize the need for this type of research
and analysis and suggest that

‘"the formulation of accurate and predictive principles concerning the effects of

input factors on progress in acquisition might best be accomplished by3SPECIFYING

CONDITIONS UNDER WHICH EXTERNAL FACTORS WILL HAVE AN EFFECT. Such conditions

may have to do with relationships among several factors operating at the same time

and between input variables and internal processing factors.'" (p. 109)

While this appears a daunting task, the techriques for carrying it out would seem

‘to be available now in the form of implicational scaling analysis which is used in the

analysis of variation j .
Y ton in language iy sociotinguistics and in Pidgin and Creole
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linguistics. Use has been made of this method of analysis in second language acquisition
research by Roger Andersen (1977 and 1978). It would be beyond the scope of this

short paper to go into this in detail. But it would appear that it should now be
possible to move closer to isolating in input what are the facilitating factors for
learning and their relative weighting.
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Comhshamhl@ Tadhallach

C4it N{ Dhomhnaill, MA., PhD., Coldiste na hOllscoile, Gaillimh

Le haghaidh chomhshamhlQ na Gaeilge, bailftear consain ina dtrf aicme:

(i) déadaigh, ailbheolaigh, stuaigh, taobhaigh, creathaigh;
(ii) frithchuimiltigh, liopaigh;
(iii)frithchuimiltigh, taobhaigh, creathaigh

N{ deacair an tsiollaireacht riachtanach chomhbhallach a chur ar chaindfn{
na haonaicme. In mo chanliint féin (An Cheathr@ Rua), t4 coibhneas 25::5
idir comhshamhld siar (regressive) and comhshamhld ar aghaidh (progressive).
Is iond@Gil dhd athr@ né a trf i gcomhshamhl@G, mar téann sé i gcion orthu seo:

glotas, siollaireacht, caoile is leithead.

Tugtar thios dhé eiseamldir shuntasacha as a .~aibh uilig san alt iomlin.
Freagrafonn an péire don fhoirmle ghineardlta, -D T- —)DC, &it a dtuigtear

D = déannach focail, T= tlschonsan focail, C = comhshamhld (ar D né T).

1. T& an comhshamhld seo i gcld:

- t’

-t's’_ 3 ts’.

T4 sliil agam lena chruth@ ar ball nach stuach mfr theanga, I}] , ach

stuach lainne, [ﬁf] , até pairteach i dtoradh an chomhshamhlaithe sin.

2. T4 an darna heiseamldir ina comhshamhld stairiil sna cairn, [ps, r§j,

agus gheibhtear i sufomh sandhi freisin iad (chuir sé, d'fhégair sf, etc.)

Siollaireacht ar leith, [s7, §J alaféin, atd ar a samhail i nGaeilge Leath
Chuinn, agus { suntasach i mBéarla an limistéir chéanna, ina cheann sin."

Ni heol dom in urlabhra Leath Mhogha {.
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N{ haonfhocal do na scoldirf{ a d'fhoilsigh comharthafocht shiollaireacht

na heiseamlira (Gaeilge is Béarla). Luaigh cuid acu athchasadh teanga 1éi,

ach nf 1€ir dhom ac. athchasadh uirthi, agus ti na foghair in mo chuid
Gaeilge féin. Gnith-chreathach stuach at@ san /r/. Frithchuimiltigh
stuacha iad /s', s/, le mir na teanga crochta, in ionad a bheith iseal

ar chil an draid fochtair, mar atd le siollaireacht normiil an d& s-fhéinéim;

is inspéise sufomh ard nd sufomh fseal mhir na teanga in /s”, s/ Bhéarla

Shasana freisin.
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ABSTRACT

Research in Progress: Marie de Montfort Supple

The effect of auditory perceptual functioning on acquisition of phonology:

A large proportion of the speech therapist?s time is spent treating delayed
and disordered phonology. Van Riper (1978) estimates that 80% of therapy
in School age population is of this nature. Therapy for these children
often takes the form of auditory discrimination drill, sometimes betwaen
target and substituted sound but more often it takes the form of a general
nature. It was decided to carry out a study on Dublin School children to
determine the part played by auditory processing in the development of
phonology and thus, its relevance to therapy.

Method:

Sixty subjects; twenty-six male and thirty-four female were assessed in
their first term in primary school to establish: ’

1) -Phonological development using Edinburgh Articulation Test.

2) Auditory discrimination - using (i) Picture Sub Test of Stycar Test.
(ii) Picture of Minimal Pairsg.

3) Auditory memory for digits using Aston Index Sub Test.

4) Auditory memory for phonemes - using Test designed for project.

5) Auditory memory for sentences using WPPSI Sub Test.

Results:

Significant but low rank order correlations were found between phonological
development and 2 , 3 , 4 and 5 above.

Subjects were also grouped according to the number of errors on the Edinburgh
Articulation test as follouws:

Group (1) ©O - 3 errors.
Group (2) 4 - 10 errors.
Group (3) 114 errors.

The scores for each group on the auditory processing tests were blotted:

It was found that the highest scores on tests 2 -5 were achieved by subjects
in group (1), and the lowest scores by those in group (3). However, some
subjects in group (1) received low scores on these assessments but none of

the low scorers onthe Edinburgh Articulation Test received higher scores
on these tests.

Discussion:

No very definite conclusions can be drawn from the results to date. The
lack of sensitivity of the test of auditory discrimination used is con-
sidered to be a factor in that area. Unfartunately none of the current
commercially available tests satisfy requirements in that they do not use
relevant contrast, the reason for this being that these contrasts cannot
easily be represented with pictures,(Locke (1980).).

T
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Future Work:

A more sensitive test of auditory discrimipation is being designed and in
April 1981 will be administered to the subjects in the original sample as
will the Edinburgh Articulation Test and tests of memory. Results will be
analysed to discover if the results of this phonological assessment relate

to:

(a) the initial assessment of auditory memory and discrimination

and

(b) to present assessment of auditory memory and discrimination.
A group of children with phonological disorders will be assessed on tests
of memory and discrimination to establish if a greater correlation exists
between the variables than was found in the normal school population.
In the event of the newly designed test of discrimination proving more

sensitive than the test previously administered, an attempt will be made
to standardize this test.

References:

Locke, J. L. (1980) "The Inference of Speech Perception in the Phonologically
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- 444).
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THE TRINITY COLLEGE RESEARCH PROJECT ON INDEPENDENT

LANGUAGE LEARNING

D.G.Little and D.M.Singleton

The Centre for Language and Communication Studies was established in 1978
as a special development project of the Higher Education Authority. Besides
offering a range of audio-visual facilities and services, contributing to a
variety of undergraduate courses, and providing supervision for postgraduate
students, the Centre exists to conduct research across the spectrum of language
and communication studies. To date research has been established in applied

linguistics and phonetics. This report is concerned with developments in the
former area.

Our research project on independent language learning inaugurates a new
approach to the service teaching of second languages in Irish universities.
Irish university education rarely has a second language component in subject-—
areas other than Classics and Modern Languages. The desirability of such a
component, either to broaden the base of study or as an element in vocational
training, is obvious in view of Ireland's membership of the EEC and her
involvement in international affairs. Many university courses demand that
entrants should already have a modern Eu:opean language; but the leyel achieved
by Irish school-leavers in European languages is (quite properly) rarely
sufficient for the specialized applications that might be required at university
(e.g. the ability to read historical documents in French or scientific papers
in German). Furthermore the university curriculum may develop a need for
languages that are not taught at second level.

Now, the hard reality is that the resources are not available for the
recruitment of additional staff to provide instruction in languages so required
by students. In any case,; it would not always be easy to find teachers
qualified to mount appropriate programmes (e.g. in non—-European languages).
Accordingly, any attempt to increase students' language learning opportunities
will have to rely heavily on materials designed for "independent'" or self-
instructional use. Moreover, in order that such materials should be relevant
to students' needs and optimally suited to self-instructional purposes, it has
first to be established what students' language needs actually are, and what
kinds of attitudes and experience they bring to the learning task.

Our project, which was launched in January 1980 and is scheduled to last
for five years, is designed to meet these points. Early in 1980, with the help
of our sociologist research assistant, we devised a questionnaire that would
enable us to gather information about students' second language needs, their
previous experience of language learning, the methods and materials they had
been exposed to, and their reaction to the learning task. The questionnaire
has been administered to random samples of the graduate and undergraduate
student population of Trinity College. In order to gain a sense of the extent
to which the data thus collected are typical of Irish third-level institutions
generally, much smaller samples of the student population in other institutions
are at present being surveyed. The final report on this stage of the project
should be ready by the end of 1981. 1In it we hope to present nct only a clear

view of second language needs at third level but also a series of well developed
learner profiles.
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In November 1980 we increased our research team by two assistants and began
work in the area of language learning materials. The data produced by the survey
of the student population of Trinity College made it possible to begin to identify
needs in relation to western European languages, including Irish. Accordingly
our two new assistants have begun to analyse existing self-instructional materials
with a view to identifying methodological problems and drawing up criteria by
which these materials could be supplemented to meet specific learner needs. These
analyses will be published in due course. At a later stage in the project we
expect to produce our own learning materials.,

We are not yet far enough advanced in the project to have begun to involve
ourselves in the organizational problems attaching to self-instructional language
courses. We expect that two areas in particular will require close attention:
motivation and feed-back. How is a student who is teaching himself French to
maintain his interest at a level that will make his learning effective? And how
is the same student to measure his progress? Various commonsense solutions suggest
themselves to these problems. At this stage it is enough to report that we are
investigating the feasibility of using microprocessor technology to develop a means
of self-assessment. If our work in this area is successful it will have
implications for developments in the area of programmed language learning.

The ultimate result of the project will, we hope, be a significant improvement
in the range, relevance and efficiency of the self-instructional language
learning facilities in Trinity College. In addition, we expect eventually to

be in a position to offer new insights, materials and technology which will be
more generally applicable.
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Linguistics ~ How are you!

Dénall P. 0 ‘Baoill

Institifiid Teangeolaiochta Eireann

My purpose in this paper are twofold:

(a) to outline the strengths and failures of present linguistic
programmes at third level, and

(b) to make recommendations on how best to cater for the needs of
those pursuing the study of linguistics in our Colleges and
Universities.

Linguistics as Theory Building:

It is quite clear from a short perusal of current literature in phono-
logical, syntactic and semantic works that linguistics is principally
concerned with theory building. The questions being asked are of a very
general nature and are quite basic in their content, such as the nature
and legitimacy of evidence etc. Since current linguistics is preoccupied
with theory building, the concepts being elaborated are not likely to be
of any immediate relevance to language teaching or other practical
concerns.

There is also no doubt in my mind that linguistics has been oversold in
recent years. This overselling was the result of the Linguistics boom
of the late sixties and early seventies, when the subject was introduced
into Universities and Teaching Colleges by lecturers whose enthusiasm
was for linguistics rather than for teacher training or for application
in classroom teaching. Many of the things taught in such linguistic
courses were in almost all cases irrelevant to the c:iassroom teacher.
This cycle of irrelevance must now be broken.

Before discussing how this might be done we must first look at what a
teacher needs to be and do. There are of course many students of ling-
uistics who will not end up as language teachers or therapists. One must
therefore ask if their needs are different from the needs of those who will
be trying to apply their new skills to the solving of language problems
among different types of learners? I myself am enclined to the view that
we have here two different groups with rather different objectives while
one would agree that they should all be well grounded in disciplines within
linguistics ~ it is not clear to what extent the study of such disciplines
should continue. Since my own bias is towards the influence linguistics
training should have on language teachers, in its broadest sense, I would
like now to list certain requirements that teachers must have if they are to
have any success as professionals and practitioners in their own jobs. The
requirements given below would be expected of the teacher of English.

Language Skills:

(i) The teacher must be a good model of English speech.
(ii) He/She must be thoroughly conversant with modern English usage.
(iii) He/She must also be aware, through his/her own experience of the
potential difficulty (phonological. srammatical etc.) Jor the
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learners in his/her classroom.

Professional Skills:

(i) The teacher should understand the principles that 1lie behind the
preparation of language-teaching syllabuses.

(ii) He/She should be familiar with the various methods and techniques
of classroom presentation and the rationale behind them. The
teacher should also be able to modify and supplement material
according to the needs of the class.

(iii) He/She must be familiar with current developments in language

teaching and language learning theories and should be properly
critical of claims made by their advocates.

Evaluation of Linguistic Influence on Language Teaching:

With the preceding remarks about the Language and Professional skills that
should be required of teachers, let us look at what "llﬂgUlSthS" has
achieved:

Recent statements pointto a growing gulf between linguistics and language
teaching and to a cautious evaluation of the desir< le relationship that
should exist between the two fields.

Wardhaugh - 1972 TESOL Coénverntion - '".... that the current
preoccupations of theoretical linguists have
little if any relevance to language teaching."

Bolinger talks about - 'organized intervention of linguistics" and fears
that current linguistic theory may finally turn
language teachers away from linguistics as a
source discipline.

Selinker in his paper - 'State of the Art'" says that to have Linguistics
as the sole basis of a theory of language teach-
ing is a discredited hypothesis because many of the
problems central to language teaching are of no
relevance to current theoretical pre-occupations
in linguistics. Linguistics is also in an
uncertain state of development marked by constant
dispute and doubt.

It has often been remarked that "What is valid in linguistic theory must also be
valid in language teaching". This is a dangerous hypothesis and a great deal

of valuable and sensitive work has been marred by the tacit acceptance of such

a view.

Any discipline can be made to seem relevant to foreign language teaching. One
can find applications and implications in many fields - cognitive psychology,
speech perception, anthropology, sociology and a whole host of others.

The jump from theory to practice, from a principle to its application is no
easy cne. An oversimplified interpretation of theory and a facile expectation
that theoretical constructs must find similar counterparts in an applied

field such as language teaching,destroys the independence of the two
disciplines.
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What linguistics hasn't achieved:

One can summarize here by saying that failure is evident in two main areas:

(i) The content of pedagogical grammars, and
(ii) The attitude of teachers.

The Teacher as a Model of English speech.

Here, the study of linguistics should aim to help to improve the teacher's

own language performance and his performance as a teacher. When one observes
current speech closely one often discovers that the facts are very different
from what they are popularly held to be. Many students need considerable re-
education in the area in order to disabuse them of wrong ideas of correctness
and to clarify for them the relative status of pronunciation in general for
intelligibility as compared with the importance of correct stress, rhythm and
intonation. A fresh look at the phonology (the sound system) of English, through
linguistics can thus be invaluable in its effect on the student's attitude to

his own speech. This of course does not mean telling the students that his own
speech is seriously deficient in certain respects. Instead through an 'objective’
study of the facts the student is able to recognise the truth for himself.

Cross reference can be made to method, to explain why certain contrasts are
relatively unimportant and why improvement is so essential in other areas) i.e.
rhythm and stress. The student, therefore, who is well equipped with the
metalanguage of linguistics, will be better able to think about and discuss
techni-al problems related to learning and teaching speech. Such a student
shoulc know immediately where the fault lies and should go about finding a
remedy. The teacher not trained in linguistics will not be able to detect or

discuss in a technical way why certain errors occur in both the sound system
and in the grammar.

In the study of word formation and meaning, the insights provided by the
linguistics course can be related to the problems of language learning for
example, the inefficiency of decontextualized word-lists, the rationale for
maximizing exposure through reading, the interrelation between words and
structure. In the study of syntax (the various possible orderings that can
occur in language) the aim should be to make him aware that grammar is
essentially an account of the structural possibilities of various concepts
related to communicative purpose. In this case cross-reference will be to
the uses of transformations (rearranging word order) in learning new
language patternsor in explaining ambiguities or errors. The study of
syntactic possibilities can be linked to the principles of selection and
grading involved in syllabus-construction.

It is true to say of course that the selection and grading of materials are
rarely the responsibility of the classroom teacher; however, an understand-
ing of the principles applied by the materials producer should help the
teacher in his preparation of supplementary materials.

One of the most fruitful areas of language study at the moment is child
language and the strategies used by children in acquiring their mother

tongue. This is something which is not accomplished in one whole swoop but

is built up bit by bit through exposure in many different situations.

Language learning is seen clearly as a hypotheses testing one, by which “..e
child accumulates knowledge about the structures acceptable in adult speech.and
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The teacher should also

be aware of the various techniques of testing and the theory behind them. He

should be aware of the use of transforms in testing, in the construction of
drills etc.

The aim of all this is to make the student/tzacher aware of what is going on

and why, in the language teaching profession, and to enable him to read
intelligibly on his own.

What we need then is a broad course in linguistics to suit diverse interests

as a beginning point.

This should cover the areas of phonology, syntax,

semantics, pragmatics, social usage etc., sociolinguistics, psycholinguistics

etc. from a theoretical point of view.
courses geared towards the needs of particular students.

This should be followed by particular

These latter courses

would be of an applied nature and would cover among other things the following

topics:

(i) Language Acquisition/Learning .

(ii)

(iii)

(iv)

(v)

Syllabus Design, Curriculum
Development and Methodology.

Testing and Learning Objectives.

Contrastive/Error Analyses of
different languages.

Language Change.

L, & Ll acquisition/learning.

T%e course should cover all the
linguistic, social and psycho-
logical problems that obtain in
such circumstances. This would
include the study of Interlanguage,
language usage among different
learners, immersion programmes,
development of the brain, periods
of language learning etc.

Type and content of teaching
materials etc. - order and
presentation. The theories that
lie behind the preparation of such
materials and the methodology used.

The importance of objectives in
language teaching. Different
types of tests and the advantages
and disadvantages associated with
them.

This course would build on the
information given in the broad
course in linguistics - the study
of phonology, syntax, pragmatics,
social usage etc.

Normal developments in language
change - simplification of
language structure etc.
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We should now contemplate the words of one famous linguist M.A.K. Halliday
(1970) when he says "Replacing good teachers with no linguistic knowledge by
teachers trained in linguistics does not of itself make much difference to
the effectiveness of the language teaching taking place........cceveuvuunn..
the place for both phonetics and linguistics is behind the language teacher,
in the training he received for his job as a teacher, in the preparation of
the syllabus according to which his teaching programme is orgainised, and in
the preparation of the teaching materials of all kinds that he makes use of
in class". And that is precisely why teachers should be familiar with
linguistics with special reference to the topics discussed above.
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LINGUISTICS AND CURRICULUM DEVELOPMENT
AT THIRD L=mVEL

D.G.Little

My concern in this pape is not with linguistics as an academic
discipline or a subject of academic study, but with the contributions
that various areas of linguistics should be making to the development
of courses and teaching at third level. No doubt one could argue
plausibly that the insights of linguistics are relevant to many third-
level courses in both arts and science. But talk of linguistics in a
university, especially if that university has no linguistics department,
will tend to focus on the language-and-literature departments. They are
my focus too. It is my contention that the teaching of literature, the
definition of language teaching syllabuses, and the development of language

teachlng materials and methodology ignore at their peril what linguistics
in one form or another has to tell them.

It is hardly news that in the English-speaking world during the past
two decades linguistics and literary studies have not always been on good
terms with one another. If one reads some of the disputes between linguistic
and literary scholary, for example the one between Roger Fowler and F.W.
Bateson reprinted in Fowler's The languages of literature (1971), it is
often difficult to see what exactly the source of conflict is; and tempting
to conclude that much of it derives from prejudice and incomprehension -
at any rate on the side of the literary traditionalists. But the fact is
that the medium of literature is language. To the extent that it is not
to be merely a branch of philosophy or theology or sociology or social
history or the history of ideas, literary study must concern itself with
the linguistic means by which literary effects are achieved. Modern language
departments are appealing to this fact when they insist that their students
must read French novels in French, German poetry in German, and so on.
It is important not to overstate the case, of course - there is a great
deal more to literary studies than linguistics can possibly encompass;
yet a core linguistic element is inescapable. The situation has been
stated with perfect clarity by M.A.K.Halliday (1966, p.67):

Linguistics is not and will never be the whole of literary analysis,
and only the literary analyst - not the linguist - can determine the
place of linguistics in literary studies. But if a text is to be
described at all, then it should be described properly; and this means
by the theories and methods developed in linguistics, the subject
whose task is precisely to show how language works.

If an undergraduate's literary studies are to be first-hand, involving
more than the assimilation and reproduction of what others have thought
before him, he must be equipped to describe and analyse literary works as
text and as discourse. In other words, ne must be able to relate the way
in which they work to the way in which the language works in normal social
(i.e. non-literary) communication. A careful linguistic description of a
text should act negatively as a check on wild speculation but also positively
as the first step in the exploration of the text's meaning. Halliday's
analyses of the use of the definite article in Yeats's poem '"Leda and the
Swan' (1966) and of the linguistic means used by William Golding in
The Inheritors to suggest the thought processes of Neanderthal man (1971)




Q

E

PAFulToxt Provided by ERIC

RIC

-91-

are models of what can be achieved.

It is true that many literary courses these days contain an element
of practical criticism, whether it is called by that or some other name,
such as textual analysis. But how many graduates of literary courses have
been thoroughly equipped with the basic tools I am talking about? In my
experience very few. It is not of course necessary for undergraduates
taking literary courses to be acquainted at first hand with the theories
and methods developed in linguistics, but it is necessary for them to be
able to describe how language works. Excellent primers exist which can
be used to give a basic linguistic orientation to courses in textual
description and analysis - for example Geoffrey Leech's A linguistic guide
to English poetry (1969) or H.G.Widdowson's Stylistics and the teaching

of literature (1975) or Anne Cluysenaar's Introduction to literary stylistics
(1976).

I am convinced that if descriptivé linguistics were permitted to make
a more explicit contribution to literary courses, these courses would show
a significant gain in intellectual discipline. Teachers and examiners
would read fewer effusions masquerading as analyses, fewer statements of
the student's mental state and emotional prejudices claiming the status
of criticism. I cannot pretend, however, to know how to bring this trans-
formation about in practical as opposed to theoretical terms. For the
prejudice against linguistics among literary scholars remains as strong
now as at any time in the past twenty years; just how strong is shown by
the fact that the current conflict in the Cambridge English Faculty between
traditional empirical criticism on the one hand and structuralist and post-
structuralist poetics on the other has been widely represented as literary
scholarship once more resisting the incursions of linguistics.

If linguistics can make a direct contribution to literary study at
university, helping to provide the student with tools of description and
analysis, its contribution to language teaching is indirect and behind the
scenes. Language teaching has long been acknowledged as a problem by
teachers and students in modern language departments. The problem has
presented itself in various guises. The traditional exercises (prose,
unseen and essay) have been declared unsuitable vehicles for language
teaching; students have demanded more ''relevant' language teaching; it has
been thought desirable that students should attain greater fluency in the
spoken language; language teaching has been seen to be divorced from the
rest of the modern language course. But however the problem has been
presented, its root cause remains the same: there is no language teaching
syllabus for modern language courses, no clear statement of what the aims
and content of language teaching should be.

In recent years there has been a great deal of interest in the problem
of d« fining language teaching syllabuses for adult learners and schoolchildren.
Perhaps the chief stimulus has been the idea of “"communicative competence',
which was developed in opposition to Chomsky's distinction between
“competence" and ''performance' (see for example Chomsky 1965 and Hymes 1971).
Work in speech act theory and linguistic pragmatics has provided categories
of definition and description. The idea of communicative competence focuses
on language as a medium of communicaticn rather than as a system of rules for

2%

T S




-92-

generating sentences; its implication for language teaching syllabuses may
be summarized as follows.

If the aim of language teaching is ‘to enable the learner to communicate,
what is taught will depend on the kind and range of communication that the
learner is to achieve. Thus the first step in syllabus definition must be
to describe in general terms the minimum linguistic behaviour that the
learner should be capable of - the tasks he should be able to perform in the
foreign language and the meanings he should be able to convey. Once this has
been done, it is possible to attempt a fuller and more precise definition of
the concepts to be communicated and the purposes and contexts of communication.
The Skeleton Syllabus devised by I.T.E.'s Modern Languages Syllabus Project
for Post-Primary Schools (revised version, 1980) provides a ready example of
such a definition. It specifies the minimum linguistic content of the post-
primary syllabus in terms of communicative functions, general notions,
topics (speciric notions), and situations.

There is no reason why the same principles of syllabus definition should
not be applied to the language teaching component of university courses in
modern languages. 1In order to draw up a general behavioural specification
it is necessary first to know what the course is about. Modern language
courses draw predominantly on the disciplines of literary and linguistic
study. The corpus of language and literature which forms the basis of
each course must be given precise definition, bearing in mind that an
undergraduate course cannot possibly cover all of a language and its
literature except by a series of evasions (see Little 1976). From here it
is possible to proceed to some such broad behavioural specification as the
following: "Students will be expected to understand, by reading or listening,
the corpus of language which is the object of their linguistic and literary
study. They will be taught to use the foreign language as a vehicle for the
analysis and discussion of literary and linguistic texts and problems." And
from here one could go on to specify in detail the minimum productive
competence that the student should attain in the language. Modern language
departments might shrink from binding themselves to such a specification,
but there is no doubt that it would provide useful guidance for teachers,
students, and examiners. Equally there can be no doubt that a language
teaching syllabus of this kind would do much to remove the uncertainty as
to aim that characterizes so much language teaching in modern language
departments.

However, it is one thing to define the language learner's aims, quite
another to arrive at a satisfactory methodology for fulfilling those aims.
A great deal more will have to be known about the processes of language
acquisition before our methodology and learning materials can be developed
with total confidence. Nevertheless, some of the central insights of
recent linguistics can at least offer guidance. To take perhaps the most
obvious example, Chomsky's discrediting of Skinner's behaviourist theory
of language acquisition as a process of habit formation has implications
for the input/output theory that underlies audiolingualism: the theory that
our teaching puts a given quantity of language into the learner and in due
course extracts the same quantity of language. As common sense a.ready tells
us, our receptive competence in any language will always be greater than
our productive competence. Some of the best recent language teaching
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materials recognize this fact quite explicitly. For example, each unit

in the Langenscheidt course Deutsch aktiv for adult learners begins with

a text (printed or spoken) which is both authentic and beyond the learner's
power to produce. The unit proceeds by analysing the text in various ways
and thus providing the learner with the means of reconstituting for himself
at least some of the text's meaning.

This approach might be adopted in the development of language
teaching materials for traditional language-and-literature courses at third
level. A teaching unit in a French course might consist of a passage of
French literary criticism, analytical exercises designed to lay bare the
structure of French literary critical discourse, extension exercises that
teach different ways of conveying a given range of meaning, and a creative
exercise that requires the learner himself to invent a fiw paragraphs of
French literary criticism. Here as in so many other areas of language
teaching there is much to be learnt from developments in the teaching of
English as a second language. An excellent illustration of the kind of
teaching materials I have in mind is provided by the English in Focus series
(0xford University Press), which is concerned with the teaching of English
for a variety of academic purposes. Certainly materials of this kind would
make a great deal more sense to most students than prose composition, which
in any case is founded on the false assumption that the student can produce
the foreign language at the same level and in the same range as he can
receive his own language.

I have spoken somewhat skeletally of three areas in which I believe the
insights of linguistics can make a significant contribution to the development
of curriculum and teaching. My motive for choosing these three areas was
not simply that linguistics is commonly thought of in relation to language-
and-literature departments. I believe that linguistics insights provide the
means of integrating the customarily disparate elements of modern language
courses. Literary study that is in part founded on linguistic description
is also linguistic study; and language teaching whose content is defined in
relation to literary study and which proceeds from analysis through
reconstruction to creation, is closely akin to literary study. Clearly there
is room here for a major effort of curriculum development; though I do not
expect it to be an easy task to persuade my modern language colleagues.
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Reanhra Introduction

T8 10chSir orainn a fhégairt go We are glad to announce the appearance
bhfuil TEANGA 3 ar an saol. T4 of TEANGA 3. We hope that our new
s(il againn go dtaitneoidh an format will appeal to our readers.
leagan amach (r atf air lenidr The material in this edition is taken
1éitheoir{. Baineann an t-$bhar from three different seminars held by
at$ san eagrén seo le tr{ sheimineir IRAAL in the last two years. The

a bh{ ag IRAAL le dh§ bhliain anuas. papers on Irish-English were to be

Bh{ na piipfir sin ar Bhéarla na published in TEANGA 2 but unfortunately
hfireann at{ san eagrén seo le the contributions had not reached us
bheith i dTCANGA 2 ach nir shroich in time for inclusion in that volume.
an t-8bhar sinn in am lena bhfoilsiG

san eagrén sin.

BSs G.B. Adams The death of Mr. G.B. Adams

Is trua linn bds thubdisteach, We are sad to announce the sudden and
fhormhothaithe Bhreandan Adams, ar tragic death of Brendan Adams on 9

9 Deireadh FSmhair, 1981, a bheith October, 1981, leaving a widow and a
le £6gairt againn. Haireann a bhean new-born child. It came as a deep
agus leanbh 6g girs{. Ba mhér an shock to all of us who knew him. He
buille an scéala sin orainn uilig a was » member of IRAAL and attended
raibh aithne againn air. Bh{ sé ina many of its functions and one of his
bhall de IRAAL agus bhfodh sé i many fine contributions is contained
1fthair ag m6rin dir gcuid cruinnithe. in this number of TEANGA. He was an
78 pSipfar leis § fhoilsid san eagrin expert on Ulster dialects and had

seo de TEANGA. Bh{ sé ina shaineola{ written profusely on this subject.

ar chanGint{ Ch@ige Uladh agus scrfobh He held the post of Dialect Archivist
sé go fldirseach ar an &bhar sin. in the Ulster Folk and Transport

Bh{ sé mar chartlanna{ caniina san Museum. His curiosity about language
Ulster Folk and Transport Museum. and lingudistic studies knew no bounds
Cha raibh aon deireadh ar a fhios- and he will be greatly missed by all
racht faoi theangacha agus faoin of us who had the pleasure of knowing
teangeolafocht.  Crothndidh muid him.

uilig a raibh sé de &dh orainn bualadh

leis uainn &.

I leazaidh na YNaomh go raibh a lu{ deiridh.

&n tEagarthdir The Editor
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LINGUISTIC CROSS-LINKS IN PHONOLOGY AND GRAMMAR
BY
C.B. ADAMS, M.R.IL.A.
ULSTER FOLK AND TRANSPORT MUSEUM

for the last three or four centuries Ireland has been affected by a
process of language shift. A linguistic interpretation of the difference
between the two population groups recorded in Petty's census of poll-tax
payers compiled in 1659 suggests that Ireland was then about 82 per cent
Irish~speaking and about 18 per cent English-speaking. Our next more or
less reliable estimate was made by Christopher Anderson, based on'the
population figures of the 1821 census and published by him in 1828, i.e.
for a period about 160 years later than Petty. His figures suggest that
Ireland was then just under S5 per cent Irish-speaking. Thirty years
later, according to the first official language census the proportion
had dropped to just over 23 per cent, but thts is generally regarded as
defective, perhaps to the extent of recording only about two-thirds of
the Irish-speakers then existing, which would put the true figure at
about 34 to 35 per cent. After another thirty years the 1881 census,
which is regarded as being more accurate, recorded the number of Irish-
speakers as being abut 18.5 per cent of total population, but thereafter
the decrease became slower, reaching not quite 13.5 per cent in 1911,

the year of the last all-Ireland language census.

In the half-century after 1659 there vas some fresh immigration, not
all of it, however, English-speaking, for it included French-speaking
Huguenots and German-speaking Palatines, while Gaelic-speaking Scots
continued to trickle into lUlster from the Highlands until the middle of
the 18cth century. Between 1660 and 1900, over a period of 240 years

or about eight generations, some two-thirds of the people of Ireland
changed their language, in the great majority of cases from Irish to

Ennlish.

1f we consider in greater detail the time-scale over which this process
took place - provided people stayed in their own area and did not
migrate into an area where the other language was commonly spoken - we

realise that the whole process at the individual level could extend



over four generations of a family, namely:-
1. The monoglot Irish-speaker who in adulthood picked up some English from

English-speaking immigrants but could not speak English cffectively.

His son who learned some English at school and later improved his

knowledge to the point of speaking English semi-fluently but only as
& second~best to Irish.

His grandson who spoke both languages fluently but had more occasion

for using English and probably failed to pass on Irish to his children.

His great-grandson who spoke English only from childhood but perhaps
had a limited passive knowledge of Irish derived from his grandparents

rather than from his parents.

For simplicity I have here described the process of language shift in

terms of transmission through the male line of descent over four generations
but the process could be speeded up or retarded by differential linguistic
behaviour on the part of males and females within the family or by

various other factors. At the social as opposed to the individual level

vithin this four-generation time~scale it would be the two middle

generations who would be effectively bilingual. With an overlap averaging

30 years between each generation the combined life-span of two generations
could run to about 90 to 100 years, but the period of overlap between

the two languages would be of the order of about 60 years.

When we place such a 60-ycar period against the whole 240 years between
1660 and 1900 we see that in different parts of the country as many as
four distinct periods of language-shift could be covered by this total
time-span without any chronological overlap. I would reckon that in the
Saincfield area of north Down the language shift took place about 1670
to 1730; in the Moira area on the borders of west Dowm and south Antrim
it took place about 1750 to 1810: in the Drumaness arca of mid-Down it
took place about 1810 to 1870; a ong the north Antrim coast it took
place about 1840 to 1900: on Rathlin fsland it took place about 1900 to
1960. These places all lie between 10 and 60 miles from Belfast. There
is some chronological overlap and also some gaps between some of them

but the whole process extends to a time=span of almost three centuries.




In the half-century before 1660 political and social conditions were
too chaotic for the ordinary process of language shift to operate in

a regular way. Since 1900 the one-way shift from Irish to English

has been overtaid in parts of the country by the reverse process.

Tt is cherefore to the eight-generation period between 1660 and 1900
that we must attribute the language shift in its classic form, with
variations in its rate of progress from one district to another. This
is the classic period of language shift and of language contact between
Irish and English when cross-links between them in phonology and

gramar wvere established.

In phonology the most striking result of this language contact and of
the shifcing bilingualism resulting from it has been the expansion of
the English consonant system. Early modern English, introduced in the
half~centruy before 1660 had a consonant system of 25 phonemes, one of
vhich - the voiceless /a/, writcen wh orthographically - has since been
lost in Anglo-English, while in many forms of the latter /r/ has also
been lost when not followed by a vowel. It had a number of consonantal
allophones, notably clear and dark /1/ occurring before vowels and
consonants respectively; and velar ang palatal forms of /k/ and /g/
occurring before back and front vowels respectively though herc the
distinction is no longer so prominent in modern standard Anglo~English
Pronunciation as it once appears to have been. The Lowland Scots form
of the lanpuage lacked these allophonic variants but it had 3 more
robust pronunciation of /r/ which vemained in all positions and produced
interdental allophones of alveolar /t/ and /d/ before it, even when

the schwa vowel intervened. As well as this there vere three additional
phonemes - the voiceless velar fricative /x/ and palatalized /4/ and /p/,

- making a total of 28.

Contact between Irish and English in the three southern provinces and
between Scots plus English and lrish in Ulster has produced slightly
ditferent consonant systems in southern and northern Hiberno-faglish.
In both, hovever, the number of consonantal phonemes has heen raised by

the pshonemicization of allowhonic variants and this was haoacned where
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these corresponded with sounds that were separate phonemes in the Irish
consunant system. Here of course we run into the problem that Irish
dialects differ to a greater extent than English dialects in the total
number of phonemes that they use. Leaving aside voiceless liquids

and nasals and certain nasalized fricatives whose separate phonemic
status in Irish is secondary and recent, Donegal Irish has 39 consonantal
phonemes wvhereas Munster Irish has 33 and Scottish Gaelic has 31 - near
to Munster in total numbers but quite differently arranged - and English
RP has only 24 which is considerably less than any of the Caelic
dialects, Irish or Scottish.

Basically I will describe northern Kiberno-English which is better known
to me than southern with its various sub-varieties. Northern Hiberno~
English can have up to 36 consonantal phonemes which is much nearer the
39 of Donegal Irish than the English RP total of 24, though not all sub~
varieties reach this high total. The point is that although the Uister
English and Ulster Irish systems are not identical there are no extra
phonemes in Ulster English that do not exist as separate phonemes in
Ulster Irish. In Ulster all 28 phonemes of the Lowland Scots consonant
system have been preserved, not just in Ulster Scots dialect but in the
regional standard pronunciation of English, though in Belfast working~
class speech there is a tendency to loose /x/ and /a/ in the case of
speakers vho have no country background. Phonetically /m/, when not
lost, is frequently pronounced with considerable bilabial friction and
so falls together with Irish broad f, which it represents in loanwords

and proper names e.g. whillogie from faoilebég, Whelan from O Faolfin.

Bilabial /f/ and /v/ have also been heard in place of the English labio-
dental /f/ and /v/ around the southern and south-eastern shores of Lough
Neagh, even in one case from a speaker named 0'Hagan who did not know

how many generations back his forebears had spoken Irish. The /x/ phoneme
occurs in loanwords and proper names from Irish - where Dublin speakers,
like the English, usually replace it by /k/ -, in non-standard dialect
words frowm S-ots, and in the Ulster Scots pronunciation of general

English words that have lost it, but it has failed to form a basis for
introducing its voiced counterpart which exists as a separate phoneme

in Irish, and ef course it would have no occasion to arise in lLaglish
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except to a very limited extent in loanwords from Irish. The /x/ phoneme
is sometimes weakened phonetically and then falls together with /h/ but

thereby acauires a wider distribution cthan original /u/.

In addition to these 28 phonemes all forms of dialect and non-standard
speech in Ulster have added four interdental or ambidental phonemes

/T, D, L. N/ by phonemicizing allophonic variants of alveolar /t, d, 1, n/.
To take the lateral and nasal pair first, minimal pairs illustrating the
contrast butween interdental /N/ and alveolar /n/ are provided by:

€ast Antrin /waNsr/ wonder versus /wansr/ wvinner, with the same vowel
sound hut different nasal phonemes, which would be written bhonnar and
bhonar respectively in Irish orthography;

/haill/ hold versus /haiil/ howl!.

When to these are added the palatalized 1.3/ and /n! we sce that northern
Hiberno~Enplish is a language with three 1l-phonemes and three n-phonemes,
like Scottish Caelic rather than like northern Irish which has four of
each. This leads us to ask what has happened to the four 1 and n phonemes
of Ulster Irish when proper names and other loanwords are transmitted to
Ulster English. (Curiously, although interdental /L/ and /N/ survive in
northern speveh their incidence appears to be goverened by the phonology
of English rather than by direct survival in individual loanwords from
Irish, Thus tulach and multach, vhich do not form a perfect rhyme in

northern Irish, survive as tullagh and mullagh in placenames, which do

form a perfect rhyme with plain alveolar /1/ in both. In Ulster English
the interdental or emphatic phonemes occur in situations deriving from
the phonolopy. e.g. where /d/ has been lost after /1/ or /n/, or after
/v/, and where allophonic variants have then been phonemicized because
of changes in other parts of the sound system. In the case of the two
palatal forms of 1 and n, tuo developments are possible when Irish words
1ass over into tnplish. Either the distinction between patatal and
non-palatal is lost and lrish slender /1°/ and /n”/ fall together with
broad /1/ and /n/ as ordinary Enplish alveolar /1/ and /n/, or else the
slender lenited sounds are emphaticized and appear as /../ und /a} (the
/L71 bed N7/ of traditional phonctic transcriptions from Gaclic dialects).

Thas we have Lowh Gultion from Lock Goilin and Slieve Gullion from Sliabl
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gCuilinn, In English words the sounds /&/ and /n/ appear for English
RP /1/ and /n/ plus yod /j/. 1 am not sure how far south this system
of three l-phonemes and three n-phonemes cxtends in southern Hiberno-
English. On the basis of the Irish substratum one would expect it to
be present in Connaught and north Leinster buc it may not occur in
Munster and south Leinster where Irish had only two lateral and nasal
phonemes and not four. It is also not quite clear how far the threeway

contrast in Ulster English may be due to the influence of Scottish

Caelic which has a threeway contrast in the matter of 1 and n phonemes

as opposed to the fourway and twoway contrasts of northern and southern
Irish. It is interesting that in both Loch G6il{n and Sliabh gCuilinn

the intervocalic unlenited slender 1 has been made emphatic after a

stressed vowel to preserve its palatal quality whereas the final slender
n, lenited in the first case and unlenited in the second, standing after
an unstressed vowel has been depalatalized along with this vowel and the
distinction between lenition and non-lenition in the two words has been
lost. Thus the fourway system of oppositions at phonemic level has been

recast in passing over from Irish to English.

The function of incerdental /T/ and /D/ differs in northern and southern
Hiberno-English. The boundary between the two areas runs roughly along
the county boundaries between Bundoran and Cuilcagh Mountain, then north
to lpper Lough Erne and follows the lough to the point where Cavan,
Honaghan and Fermanagh meet. After this it runs across Monaghan just
north of the barony of Farney into Armagh at Cullyhanna and thence over
Slieve Cullion through Jonesborough and across the Cooley Mountains to
Dundalk Bay. North of this line the English interdental fricatives /6/
and /3/ have been preserved ~ and it is noticeable that some bilinguals
pronounce [rish broad s as almost an interdental racher than an ambidental
fricative - whereas south of this line thay have been replaced by the
corresponding occlusives /T/ and /D/. Apart from this /T/ and /D/ occur
in all parts of Ireland as what were originally allophones of /t/ and /d/
which have later become phonemicized owing to other changes in the
sound-system, at least in dialectal and non-standard speech, giving a

total down te this point of 32 consonantal phonemes for northern Hiberno-




Faglish, witu the reductions already mentioned in the southern varicety.

To this list wust be added the four palatal phonemes /k”, g7, g7, x7/
correaponding to velar /k, g, g, x/, all of which can occur in both
northern and southern lliberno-English, though only the last occurs in
Ulster Scots dialect and there only as an allophone of velar /x/. This
brings us up to a total of 36 consonantal phonemes for many varicties
of Hiberno~English, though with some reduction in ¢the total number for
its southern variety on the one hand and for Ulster Scots dialect on
the other. The two systems are at their closest perhaps for Ulster
Irish on the one band and Ulster English in the narrower sense - excluding
Scots - on the other. There are, however, the following points of
difference:

L. tlster Irish has not adopted the voiced sitilants of Eaglish nor

ltiherno-English the voiced velar fricative of Irish;

Northern lliberno=English at least, and possibly some southern
varieties as well, has adopted three of the four 1~ and n-phonemes of

northern Irish but hss reduced the r~phoncmes to one only;

Hiberno-Enplish has lost the broad/slender contrast in the

the labials /p, b, m/ and non-lenited /1/ and /n/.

Among the vowel phonemes there are no specific cross~links at phonemic
tevel of the kind that exist among the consonants, though the phonetic
rcalization of some phoncmes shows traces of Irish influence. The most
notable cxample is perhaps the Hiberno-English development of Middle
English short u which in most parts of the countrv has become /3/,

though not in the strongly Ulster Scots dialect areas.

When we turn to the realm of grammar we come to a field where there is
considcrable scope for cross-links to develop. At the level af
morphology there exist both resemblances and differences between the twe
languages. In the noun both recopnise the difference between singnlar
and plural = though Irish has a more extended use of singular nouns after
numerats than English has = and between the common case and the genitive,

bt frish uses the genitive to a preater extent than Lnglish, which 1n
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certain cases prefers an uninflected attributive noun or one linked with
the preposition of. In both languages plurals can be formed by internal
vowel change or by adding a suffix, but the former are far more numecrous
in Irish than in English and there is a far greater variety of plural
suffixes. Singular nouns in Irish have the gender distinction between
masculine and feminine which English lacks, but both agree in making no
such distinction in the plural. Finally, some Irish nouns have special
forms after prepositions, for the vocative case and for the dual number,
all of which things English lacks. In adjectives both agree in lack of
inflection if the adjective is used predicatively but the Irish adjective,
unlike its English counterpart, may have both inflexion and initaial
mutation when used attributively. With a single elative form to express
the comparative and superlative degrees, which is invariable becausc
construed as being predicative in a subordinate relative clause, and with
no adverbial derivative other than the use of the preposition go before

it, the Irish adjective is simpler than the English adjective which

fluctuates between the suffixes —er and -est or the prefixed adverbs more

and most in the first case and somewhat variable use of the suffix -ly

in the second.

As usually happens between languages belonging to different branches of the
Indo-European language family, the differences in their verbal systems are
much greater. An English verb has only four forms, except for a minority
of about 60 verbs that have five forms and another minority of about 30
verbs that have only three. The verb be with eight forms and half a

dozen modal auxiliaries with only one or two are really outside the
system. The -s in the third person singular of the present tense is

the only personal inflexion left; the suffix ~ing forms a derivative

which has both gerundial or nominal and participial or adjectival
functions: the past tense and past participle are now identical except

in the minority of 60 verbs that have an extra form, while in the other
minority of 30 verbs thay are even identical with the present tense

except where the latter adds =s in the 3rd person singular.

In Irish as in English the Imperative singular is the root from which the

rest of the verb is derived but the Irish Imperative has a special plural




form. The Past tense is simpler than in English since it is always

formed by initial prefix or mutation, but it is never identical with the

past participle or verbal adjective which always has a distinctive

suffix. The Present tense has the suffix -ann throughout and not just

in the 3rd person singular where English has -s. The English perundial

participle with suffix -ing and its uninflected infinitive with prefix

to are both replaced by a verhal noun which can have gender, number and casc

just like any other noun and take 2 dependent genitive instead of a direct

abject. Thus the basic parts of an Irish verb differ in the system by

which they work from the equivalent parts of an English verb. but

differences between the twoe languages go mach further for the Irish verd

possesses inflected and i <ome cases initially mutated forms expressine

catepories of meaning that are either not explicitly expressed at 11l or

are quite differently expressed in English.  These are five kinds:

b, Sutfixially derived forms to express the Habitaal Past, the Futare
Tense, and the Conditional and Optative Monds:

2. Synthetic formg, more nu erous in southern than in novthern Jdiaicets,
to express the person and number of the subject instead of using

suparate persenal proncons with a fixed fore for vach tensc:

3. lmpersonal or autonomous forms for cach tense to express an undefined

«ubject:

4. In northern lrish a speciat relative form in the present and future

tensess

3. A series of derived participles formed by prefixes added to the

adjective.

Finally, while the range of personal pronouns in [rish is sonewhat sampter
that io English many preposttions have conjugated forrs to express o

pronominal objece.

Such simtlaricies 1o the stru tare of the two languapes as are listed
dhove are not due to cross-links established by langaage contact over a
looy period wi bilinpualisa oo, like the mwh nore nuacrous differences,

Are ddue to the separate develapment ol two branches of Indo-taropean



over a long period of time. It is not in the morphology of the two
languages that we must seek cross-links but in the realm of syntax.

Time permits the mention and examination of only a few points.

The first is the use of the definite article. Early Indo-European

had no article either definite or indefinite. English developed both,
but Iris developed only a definite article, and having done so it uses
it somewhat more extensively than English does. The definite article in
Irish is used before names of abstracts, diseases, languages, countries,
and except in the case of countries we find this usage also in Hiberno-

English vhere standard English would normally omit the article.

A second point concerns the distinction between the momentary present
and the habitual present in the verb be. Standard English has only one
present tense: I am, you are, he is, but Irish distinguishes between the

momentary present tfim or tf mé, t4 tfi, t§ sé and the habitual present

bim, bfonn tG, bfonn sé. In Hiberno-English the traditional present

tense is usually restricted to the momentary meaning while a new habitual

present has been formed which is either I do be, he does be or else I be,

he bes. 1T have the impression that the former is more common in the south
and the latter in the north, except in the negative and interrogative form

vhere this tense takes the auxiliary verb do just like any ordinary verb.

A third point concerns the lack of the auxiliary verb equivalent to the
English have vhich means that there is no series of perfect tenses. For
the pluperfect tense of standard English ve use the simple past, while
for the perfect we either use the simple past aswell, vhich is less
explicit than standard English or a periphrasis, dealt with below,

vhich is more explicit. If the verb has #a object the verb have may
indeed be used but the past participle then follows it as a predicative
adjective and the sense is then not quite the same as the English perfect
or pluperfect tense.

Fourthly, there is the series of continuous or progressive tenses that
discinguish even standard English from scveral of its closest relatives

on the Continent. These are formed with the verb be plus the present
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participle or gerund. 1In 0ld English this was preceded by the proposition
on which survives in worn down form as the prefix a— in Wessex English

and it aas been said that English developed this construction through
contact with Welsh and Cornish. 1t corresponds to the Irish verb ta
'folloved by the preposition ag and the verbal noun, but Hiberno- English,
like Irish, goes much further than this for by using the preposition
after between the verb be and the present Participle a series of perfect
tenses is produced, and by using the proposition for - corresponding to

Irish le - we get a series of tenses denoting future intention.

A fifth syntactical feature is the omission of the relative pronoun,

not only when it is the object of the relative clause, wvhich can be done
in peneral colloquial English, but even when it is subject, while a sixth
feature is the use of and to introduce certain subordinate clauses that
need a different conjunction plus finite verb in standard English; this

and is followed by the present participle or sometimes the English infinictive.

Finally it may be pointed out that sentences like: he's big the man, they're

dear the egps now for standard English 'he's a big man', 'the eggs are
dear now' point to literal translation from the structure of Irish

classificatory sentences. All these idioms are evidence of cross~-links

between the two languages that arose from a prolonged period of bilingualism.




Oral and Written Language in Hiddle Childhood.
Oven Egan
tducational Research Centre,
St Patrick's College,
Dublin 9

Introduction

There are two coaparisons which I wish to develop in this paper.
The first {s betveen the language of adulta in oral cultures and the
language of children in all cultures. We are in a strong position in
this country to make such a comparison, thanks to the work of the
folkloriats and linguiats who have given us $o detailed a description of
one particular oral culture, the Irish-speaking culture along the vest
coast. Perhaps it might be useful if ve temporarily adopted the
perspective of the folklorists, looking on the written word with a
certain resentment on account of the many fine thinga it brings to an
end. Perhapa ve might even look at the arrival of the written word in
childhood in thia way, though ve are more accustosed to look on this
event as the beginning of real civilization. At any rate ve aight
consider the possibility that we sometimes introduce reading and writing
to childres $n ways which are disrespectful of their own oral culture.

Such an anxiety has been expressed in the past by Goethe, by John Stuart

M{ll, and by Rudolf Steiner, for example. I wvish to take this theme up

again, looking at soae of the difficulties which children experience
when they are learning to vrite, and also at the early writing efforts
of adults brought up in an oral culture.

The second comparison 1 wish to sake is betvcen inferential and
representational theories of language in contemporarty
psycholinguistics. At preaent {nferential models are dominant, largely
through the successes of transformational graamar and computer-based
theories of language. These are models which focus on the linkages
which exist in word strings, abstract sequential linkages and seaningful
semantic linkages, in virtue of which it is possible to infer the total
meaning of an utterance by attending to the clues contalned in its

various parts. Language, on this viev, is essentially a matter of




grasping or conveying mesnings, and the fact that there are seanings

to be grasped or conveyed is not & aajor issue. It ie taken for granted
that elementary meanings are there to begin with, like the vord-meanings
{n & dictionary, or the items of information to be gleaned by correctly
recognising the individusl words {n an utterance. Representational
theories of language, on the other hand, ask about meaning itself: how
{t comes into existence, how it grows as a sentence is being created,
hov it changes with the style and format of utterance. The event to
vhich all representational theories return, as i1f to & shrine, is the
one described so vividly by Helen Keller (1958): the emergence of nazes,
not merely as labels for ameanings already grasped, but 8s & unique forz
of representation which somehov enriches fmaginstive life i{n & way that
signals in other media can never do, however much information may be
rel{ably inferred froam thew.

Representational theories, unfortunately, have tended fowards
romanticism and have often been anti-empirical in tone. For this reason
they are no longer very popular in psycholinguistics. But they have not
died out completely, and indeed there are some recent signs of a
revival. 1 believe that it {s only a representational theory which can

do justice to the cooplexities of children's language in the period vhen

they are normslly introduced to the wvritten wvord. If we are too firmly

committed to inferential theories and the “skills-based™ approach to
language teaching that goes with it, 1 fear that there may bte an
tmpoverishment of linguistic representstion during this period, vith the
result that children vill not take with them {nto their later reading
and vriting that natural enjoyment of language vhich is characteristic
of their oral period. We are vulnerable in this regard {f we do not
have some representstional theory of language, hovever crude, to
acknowvledge what is a basic truth about language: that its unique
contribution to cognition {s not in the matter of precipitating
{nferences but in generating representations, quite regardless of what
may or may not be inferred from them ifn a given context.
Folk Writing

For a start, consider some examples of vriting produced by adults
in the older, oral culture. It may be called folk writing for want of &

better description. 1 am hope.ul that ft will suggest ways in wvhich wve
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aight smoothen the traneftfon from spoken to written language n primary

schools. Folk vriting, which in this country we associate most with the

books written on the Blasket {gsland, hag & distinctive style, though it

1a by no means as unusual as some commentators and translstors have made
it out to be. In other countries too, when modern civilization {s
superimposed on a developed oral Culture, it geems that this psrticuler
style of writing flourighea briefly before the old culture is finslly
svalloved up in the new. (Verious examples from Russia are to be found
in Imbovitz, 1977.)

The passages I hnve chogen are entries from a diary kept by Tomas 0
Crioathain in the yesrs between 1918 and 1922 (6 Criomthain,
1928/1977). The author was 62 years when he started to vrite Irish,
which vas virtually for the firat time, although he lesrned the basic
skilla of writing {n English some 50 years earlier in primary school. I
have reproduced his own punctuation in the psssages that follow.

Do ghaibh an Captaen timpeall aris. Do thainig { dtfr, do
bhuail bdthar an rf suas, s chaipin { mbarr cina aige, & chomh
beo, chomh hanaamiil le slataire fiche bliain. A ri go hard go
raibh an tefochitn déanta, 80 mbeadh gach ni go maith gara
fada. PSgadh ceflin 6g, Hd, Ha, Hi. Bsineann amach tigh an R1
den scriob sin. Defreann se leo, go bhfuil an tAimiréel le
teacht go hobsnn, chun féachaint ar an ift. Nuair a bhl se
sista, leis an weid gaoithe-ndire a bhionn ligthe amach aige,
buaileann an bothar céanna sfos téann ar bord, diirt 80 mbeadh
anseo, tar &is, Lae Caiflle, ar a lsethanta saoire, an aft ba
bhrea leis ar bhuail eé& tosach a bhitd riamh ann. Defrim
féin an méid geo leis. Ba mhinic chugainn &, & ba mhinic
uainn e, & 8n ualr nir thuill se aon mhallscht uainn, go raibh
ir mbeannacht 80 1&ir leis, nil aon spota le cur fna choinne
againn ni gur dhuine uasal néats é.

Cad deire, le Sein Eoghain, ni go raibh d'iarrafdh uvalaigh
eile néns an 1& geo. Nuair a ghroich se an tigh, do rith Méinl
chuige, féach snofs en bhfuil sn tsfochéin déanta, ar sise.

Cé dGirt leat & ar seisesn. Diirt Hix, {nniu €, ar snise, go
mbeire an diabhal uaim agat &, ar geisesn, an fear éithigh {g
md ar chésts Chisrref, né F{rean (pp.4-5)

L& Nollag. Nf raibh aon naomhdg amuigh chun an Affrinn. Bh{
droch-chuma ar an maidin, cé gur dhein 14 brei de. Bh{ na
hoilednaigh afshists mar gheall ar sin, Dar bhur n-snsa
gléigeal, sraa Sean, mairein, n{ mfle maicréal a bhf { ngach
naoahSg acu, {s gibh nf fanfadh le chéfle chun dul amach leo.
& ti eagla oram, ar seisean, gurb & galar na Gaelinne a bheidh
ar an gcreideamh agaibh sara fada, mi leannan sfbh ar an
bhfusdar sti fiibh, o phsca, ar se{sean.




Tar &1s dinnéir. Buaileann an R{ amach & an mii{stir, chun
ba{lii beag s dhésnanh do no sagairt. Ach n{ raibh aon
mhearbhall orthu a dtithe féin a bhaint amach, tolsc, gur
fforuisce a bh{ ag bualadh leo in fonad an ufsce beatha. N{
bheadh aon chogadh againn araon ag tathant ffona ar a chéfle {
mbliana d& mbeifed anseo. Glac, nuair gheobhair: Firfn buf.
(pp.7-8).

Buatleann chugam suas, mar a mbf{m ar chliathdn an chnolc mar a
mb{m ag baint dornan m&na, gasra de ghramaisc zmhion mar a
abeadh scata caorach. Stadaid {m' theannta tamall. Culrim
ceist orthu. Cad a thug an bSthar sin sibh. Bh{ ceann acu
cufosach mo6r & d'fhreagair s{ { gceann tamafll. Ti craobh
uainn, cad chuige, chun tine. Ni fufl mdin agaibh, nfl, 1s fada
go raibh. An bh'fufleann sibh tar éis scoile anois. Ti sf
dinta {nnfu agus &r laethanta saoire againn, an fada, coicfos,
an mbeidh an méistir d{omhaoin ar feadh an m&id sin, nf{ bhetdh
{ ndomhnach, cad & an ciraa a2 bheidh aige & dheanach, t§
pritaf gan cur uaidh, agus m&in gan baint alge, craobh ati
uaibhse anois, sea, an fada siar atidnn sibh chun dul, siar don
Din i{s dScha, an mbeidh sibh ag baile chun bfdh, beam, a
bhuachaill. Mar ta scép chun sidi{l orainn, toisc sinn a bheith
istigh { gcdnaf. Arbh fhearr libh a bheith ag baint chraoibhe
{ geonaf nd ar scoil. A Mhuire do b'fhearr, ansin, s ea a
bhogaid chun s1G11. & nf s1d]l go dtf{ &, 1 gceann cipla uair an
chloig téim suas go fforaf sn chnofc, mar a mbfonn radharc ar
dhi thaobh an chnolc agam. Bh{ deich bpearsana fichead ag
teacht 6n dtaobh thuaidh, de gharsiin, & a bheart f&in ar gach
duine acu, an oiread cfanna de ghearrchallf{ ar an dtaobh
theas, an ceann ba ohd chun tosaigh ar gach treibh acu. & fad
mar sin de réir a n-aolse siar go defreadh, tamall ina stad
acu. Tamall ag feadidtl, & tamall ag achrén. P& caftheanmh
atosire a bhfodh ar bun acu { bhfald na slf ag baint an tf
amach, do dheineadar & 1éirid gan baint le Béarla.
Fonn: Bin-chnuic Efreann §
Bfonn mo thaisteal de shfor go ffor gan staonadh,
Ar btdnta an Bhlascaeid Mhdir,
N{ fontaisf{ ach a gcfm nf bréag stin,
0 bhinta an Bhlascaeid Mhdir,
An Scolég thiar ar farthar Efreann,
Na loingeasa thar lear sa dtaf{steal taobh l&f,
Feicim ansin na bric sa tréanochulr,
0 bhinta an Bhlascaeld Mhdir (pp.64-44).

Is 13 geimhridh é & a chuma air, ta séideadh na gaofthe-mbire
ag cur na farralge lastuas de gach ift a bhfull sé ar a cumas
& a dhéanamh, Nf1 aon radharc agat ar na stociin mhara at$ san
fharralge le hanfa agus le cirdén ban ag gabhafl lastuas diobh,
tid an f&ar a bh{ glas inné feoite inniu, té crafceann na
ndaoine féi{n ag athrd lels an ndrochalmsir, t3 caofrigh an
chnolc séidthe 6na n-2it lonnafithe 2gus {ad a d'farraidh
teacht {steach sna tithe chugainn, an breac a bhfodh ar feadh
na bliana agus a bholg {n airde le gréin { mbarr an uisce
aige, td sé curtha as amharc ag an sfon, an dgbhean ati chamh
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ploctha ar feadh na bii{sna leis an eala ar an linn, an uair a
thagann s{ {steach le bulcéld den uisce bfonn an raca s bhionn
{na cGl sciobths ag an ngsoth uaithi, a culd grusige ag teacht
{na béal, rfoball ar a culd eadaigh, lesth sn bhuicéid
doirtthe alci & { chomh gruana le duine go abeadh ceal tobac
alr. Na daoine sosta a raibh a gcnimha chomh bog chomh bred
at feadh na bllana, le teas na gréine, té cos ag crapsdh faol
dhuine acu, fear elle agus a lémh ag bagsirt alr, duine elle
{n {meall na tine & siil & thabhairt air sula dtitfeadh se
isteach int{ le codhladh. 1Is a5 leigheas s bhionn san alnmsir
bhrea & is @5 dochar a leanann an droch-Aimsir,(p.306).

Nsch ndr an li gsinéad an li {nni{u arsa seana-Tom, maide ina
theannta alge, meigeall féagbige alr, & ag féachaint { gcolnne
na scamall, & breacshill eile ar an mbrahuir aige. Imeacht
faol ar an gcuaa seo, go dtabharfadh dulne na beadh afthne
aige air an leabhar gur sean-Alairécl le Sean Buf & a bhi
calte ar an bport tar éis a théarma, s mb rud go meabhrafonn
an df{omhaocinteas alr arsa bean lei{s le linn gabhdil thairis

dt (p.-231).

Ta trsen an Daingin ina stop arfs, tuairisc a thainig

{steach. Mhuise {s ainic sin alci arsa Micil, ba chirte doibh
{ a chattheaah le glesnn éigin an chéad la. Ach, dar mulre nf
fads n éit seo Ufbh Rithach né Cathair Luimnigh is minic baid
6n élt seo dulta lontu cheana, sr seisean. B'fhéldir go
stadfadh bad Spiller sa Bhealach linn, arsa Micheal. M3 ta

do dhbthain airgid agat, arsa Micil.

Ta an ghrian chugainn ag taltneamh go hird,
Ta scéimh ar na binta mar bhfodh,

Ta sn fharraige calams brea,

Is na héanaibh ag snimh int{ sfos,

Tagann macnash in aigne Thoaiis,

Mar bhfodh Brian liom go ribach sa

Is n'fheadar an fada uain an dita,

Go gcroithfimid limh ann sris.

Sin & Tomis agat.(p.269).

Space does not perait me to give a more representative selection,
but the style will be familiar enough in any case. It has been the
subject of analysis by Mac Toméis (1977) and & Dishldine (1974).

The most distinctive features of this style of writing may be
summarized as follows. It uses a lot of very concrete images, and many
of the sentences are short and solid. It thrives on dialogue. (The
diary was eventually called "Allagar na hinise”, {.e. Island Talk"” or

“Island Arguaents”.) It moves around freely betveen different linguistic

forms: narrative, direct speech, quotation, proverb, prayer, song. it

hovers between poetry and prose. (Note that prosody determines the

punctuation more often than semantics does.) It i{s alvays grounded in a




sharp observation of people and events. It {a extremely funny, though
{n a way that {s hard to describe. It i{s a Zen-like humour, harping on
the very limited capacity of men for good deeds, or even for {ntelligent
ones. And finally, all of this f{a held together by a world-view which
may be described as pantheistic on sccount of its great respect for
nature, its somewhat. cynical attitude towarda the doinga of men, and {ts
fatalicm. This has reminded some of Wordsworth. But I think something
wore primitive is there too.
Children's Speech

Consider now the kind of conversation which goes on between
children (aged 4 to 8 or so) when they are engrossed {n their own
activities. You will have to listen to it in the mind's ear since I
cannot play tapes for you now. But you will accept, I think, that {t
has some features {n common with the kind of writing we just looked at.
Concrete {mages and short sentences abound--if only becasuse abstract
thought and longer sentences are still difficult. The variety of
linguistlc forms through which language meanders i{s quite amazing.
Indeed only a very small part of children's talk is conversation {n the
sense that requires several statements on one toplc. More often
language vanders from speaking to shouting, to singing, to various forms
of chanting and incantst{on--much of {t 8 kind of wusical accompaniment
to action~=to monologue, and many kinds of word-play and mimfcry which
are as attentive to the form of language as they are to its content.
Children's language {s also firmly grounded in the percepflon of people
and events. Indeed {t often seems no more than the vocal expression of
the 1magery and cmotions in which the children are imaersed. (No doubt
{t {s partly this “cmbededness™ of children's language vhich makes {t
change toplics and styl.s so quickly.) The humour of children’s language
need hardly mentioned, though it should be noted that like the humour of
all oral cultures {t {s unreflective and has a strong sense of the
absurd. Finally, the pantheiss or anim!sm of the child's world-viev {s
well known. It is most obvious perhaps in their dravings, vhich so
often lay out a kind of map of nature: sun at the centre, region above
the sun, reglon at this side of the sun, region of clouds, reglon of
birds and trecetops, carth, and on {ts surface, the world of ordinary
events, often scaled down to {nsect proportions {n order to give nature

the prominence which evidently it has {n the child's mind.
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Teaching Children to Read and Write

But even if your are prepared to accept, for the sake of argument,
that there are some similarities between children’s language i{n amiddle
childhood and adult language in an oral culture, what use can be made of
this observation? Very little, I think, {f we are basically happy with
the way {n which children pasa from oral to literate cultures in the
course of primary education. But Lf for one reason or another we are
unhappy with this transitfon--and in & moment I will present reasons
why we might be--then it will be of interest to examine some of the
difficulties experienced by adult exponents of oral culture when they
tried to read and write, For it {s very likely that children have
corresponding difficulties when they tackle the written word.

We need be in no doubt that children do i{n fact have great
difficulty with writing at first. Children (of 7 or 8) to whon I told
stories were virtually all greatly interested {n them and anxious to
talk about them or to paint pictures from them. (The stories were myths
and folk-tales, and they uere told in the clasroom.) In addition, their
ability to retell them in their own words, several weeks after hearing
them, was so good and so evenly distributed smong children of different
{ntelligence that I eventually abandoned the idea of measuring
individual differences in this regard. On the other hand, {ndividual
differencea in writing ability are striking. Children who retold the
storles eagerly often had little or no interest in writing about them.
Writing, of course, is more like school work than talking or painting.
But even children who were eager to comply with my request for a written
version of the stories soon ran into great difficulties and only a very
few went the full distance. In this situation writing takes on some of
the features of an 1Q test. It is more like an abstract puzzle than
a fora of self-expression, and it quickly sorts the class out into
the bright and the not-so-bright.

Teachers of reading and writing cannot afford to philosophize for
too long on this phenomenon. Their task {s to compensate for the
{nequalities, so that every child will leave primary school literate, in
some ainimal sense, in spite of the fact that some are much less
{ntelligent than others. By and large teachers are successful {n this

undertaking, znd thanks to them we have a literate society. And yet 1
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am suggesting that there are reasons to be dissatisfied. For a start,
the vast majority vho learn to read and write is not quite as vast as
some suppose. More i{mportant, there are indications that those who do
learn do not learn very well. Teaching people to read and write should
also include teaching them to enjoy good writing. But the experience of
many reputable journalists makes f{t clear that the English-speaking
world in general falls far behind some non-western countries in teaching
fts general population to enjoy literature, while at the same time far
outstripping them in the production of poor quality reading materials,
No doubt the {dea of "good”™ reading and writing will sound somevhat
elitist, and in any case {t may be argued thar people's tastes Iin this
satter are really their owm business, not the business of the reading
teacher. Even so, it may be worth the trouble to look for a connection
betwecen western reading habits and the conception of the written word
vhich Is i{nherent {n our reading texts.

It should be noted that younger children have excellent taste in
stories, They 2~ mad for stories of all sorts, it seems, and therefore
easily pleased. But they are also critical listeners, well able to
appreciate any deftness of language or imagery that the story-teller can
manage, and able to tell a great story from a good one, (This no doubt
1s the reason for their phenomenal powers of recall.) In addition they
can enter easily {nto the drama and mystery which abounds in the old
myths, sagas, and folk-tales. The question is why so many of them, a
decade or two later, can enjoy only the poorest kind of story.

Part of the reason, I believe, s that the read ng materials we
give to children fall t> match {n richness and depth of meaning the old
folk :aleg vhich they are often purporting to retell. But this very
general consideration about children's lfterature would take us away
from our present concern with language so we will not pursue {t further
here. (For a critique of children’s ifterature on these lines see Cook,
1969, and Fgoff, 1970.) Let us turn instead to the corresponding
criticism wvhich czn be made about the language used in first reading
books. It tuo appears very flat by comparison with the children's own
spoken language. Some of this i{s inevitable, of course. One wust start
the reading programme with very simple sentences. But the
simplification one witnesses s far more severe than anything that {s

called for on these grounds, and it seems to me that {t {mposes a view



of the written word which {s one~dimensional I{n s wsy thst mskes resding
and writing unattractive for children.

One~dimensional Language

Let me give some examples of the kind of one~dimenafonality I aa
talking about. The great diversity of linguistic forms in children’s
oral language was noted earlier. Host of the speech~acts of sdult
language are present--declsration, question, command, protest, greeting,
and so on—-and in sddition a host of others that ve adults would
associate with poetry, song, and word-play. Now {t ssems to be a first
principle of some resding schemes that the child must be fixated in a
matter-of-fact attitude before words and sentences can be learned. So
on the first page ve encounter sentences like "This is Tom™
(accompanied by a picture of Tom), "Tom has s dog™ (picture of Tom with
dog), and lster on, pnssages which describe the most ordinary events
that the writer csn think of. If this technique is based on the i{dea
that children previously learned to speak largely in question-and-answer
sessions it {s certainly mistaken. Questions are {fmportant too, of
course. In the second and third years of life they sometimes play a
very large role in language acquisition. But they sre only one way of

learning new words. Already by the time children are 8 months or so,
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they can express several different emotfons or attitudes: contentaent

and discontent,