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ABSTRACT

The focus of this research is to identify and K6 study the
linguistic and extralinguistic adjustments made for nonnative
speakers at +the discourse level in a university subject matter
classrocm by & native speaker professor. Such adjustments may
facilitate perception and conceptual understanding of the input
language. T

The thesis is divided into fiwve chapters. The first chapter
is a brief theoretical overview of discourse analysis, principles
of conversation and input modifications in a language acquisition
perspective. The second chapter 1is a -‘description of the
" experiment under study, generally knpwn as the University of
Ottawa Subject Matter Language Teaching Psychology Project. The
third chapter ' is a description of the data collection,
transcription and codification procedures. The fourth chapter
attempts to identify and characterise the input modifications
made at the discourse level in the data under study. All findings
have been presented in tabular form for easy reference and
appropriate interpretations follow +these tables.  As well,
statistical tests have been carried out to verify the
significance level of any apparent differences. 1In the fifth
chapter, arguments are provided to show that the modifications
indeed make the input language comparatively less complex for
processing by nonnative speakers in terms of perception,
conceptualization and cognition.




f . . .
Each one of us is a prisoner in a solitary tower
and he communicates with thse other prisoners.......

by conventional signs that have not quite the same
meaning for them as for himself.

Scomerset Maugham (1951 : §49)



CHAPTER I» -~ o . .

~

A THEORETICAL ORIENTATION

L3

‘Introduction ' _ A o _ .

Many research studies ﬁave attempted to characte;ize, th§
perceptqgl and conceptual ﬁechanisms that are involved in ﬁhe'
. inltial stages of.languége production. By contrast, there are
ohly a fdw studies that discuss the special nature of “input'
language" that language learners are provided with in the target
language.

In fact, the research interest in input related to second
language acquisition is very recent. Hatch (1975) was one of the—-
firsty to call our attention to the fact that if we wanted to say
anything interesting about learnér output, we would have to look
at the target language input to the learner. Since that time,
valuable work on the nature of such input has been done.

| —

T shall, in this case st;dy, attempt to determine what, if
- any, -adjustments are made at the discourse level in the input
language to secopd language speakers in a university subject
matter classroom, and shall attempt to relate these factors to a
framework of input comprehensibility.

In ¢ short, I will deal with two | factors: discourse
analysié, and input chéracteristics, aé'tﬁey are relatable to

each other as well as to a framework of communication



‘ W
conceptualised in terms of the cognitive involvement required.

My purpose is to determine whether the target language data under

— L

study are perceptually, conceptually, and cognitively simpler
compared to those‘produced in native speaker-native speaker (NS-

NS) communication in a parallel situation.

Foous and Methodoldgy

The focus of this research, then, will be to identify and

study the linguistic and™extralinguistic adjustments made for

nonnative speakers at the discourse level in a university subject

matter classroom which may facilitéte-perception and conceptual

understanding of the input language. N

The thesis is divided into five chapters. The first chapter

is a brief theoretical overview of discourse analysis, principles
of conversation and input modifications in a language acquisition
perspective. The second chapter is a critical description of the

experiment popularly known as the University of Ottawa Subject

" Matter -Language Téaching Psychology Project (Sheltered Program)

{Edwards, et al. 1985). It has two sections: the first is a
-descriptive study of the experiment while the second is a summary
of +the—priod claims made with regard to the experimerit ~on the
basis of certain measures and tesls. One of‘the ﬁwo major claims
made was that thé students in the sheltered program'mastered the
subject matter and in the process significantly improved their

second language proficiency and their self confidence level when

using the second language. The other claim made was +that this

TR



could not have been pbséible but for the characteristics of _thé

iﬁput data since there was no formal grammar study. The third
chapter, a very short one, has two sections. The first section is
a Idescription of +the data cdilection, transcription and
codification procedures: The secon& is a summary of the relevant
findings by the previous researchers (Wesche and Ready'lgéS). The
fourth chapter attempts to identify and characterise +the input
modifications made at the discourse level in the data under
study. For +this, what 1is called a “"top-down procedure”, an
analysis starting' at the 1level of disqourse topic as - the
outermost analytic frame, has been adopted. As well, statistical
tests have been carried out to veriff the.significagce level of
any apparent differences. All findings have been presented in
tabular form for the sake of easy reference and interpretations
follow these tables. In the fifth chapter, arguments are
provided -to show that the modifications indeed make the input
language comparat;vely less complex To; processing purposes in
terms of -percepticn, conceptualization and cognition.

Coming to Term with Terms -

For the purposes of this research study, the terms

“input”, "intake", and "acquisition” are defined as follows:

"Input" as a technical term shall refer only to the actual
language used by native speakers when speaking to learners of

thgir language.



“Intéke"g as a tedinicaL term shall refer only to a complex
phencmenon of information processing that involves severai stages
by which learners fully integ£;te and incorporate some of thél
linggistic information in input into +thelr developing but

ever~changing - rule-governed system, or what is called

i

"interlanguage“B_

"Acquisition” as a technical term shall refer only to the
process of'creating aﬁ increasingly complex rule—ébverned system
from the input available to'rthe learnerd_ " The epithet
“increasingly complex" is particularly important sjnce current
research opinion5 is +that the language acquisition process
involves progress along a continuum from a léés‘complex tQ a- more

complex symbolic thought system. '

The above terminological clarification is necessary at the
outset of the thesis since pheée terms are very loosely used in
the current'literature. Unleés otherwise stated, these terms are
uéed ip this research only in the way they have been defined.
Note also that I have pot distinguished between the terms
"learning” and “acquisitfgn" since the difference, 1if any,

carries no significance for the scope of this researchﬁ,

—_——

-

Discourse Agalysis : A Psycholinguistic Perspective
"Discourse analysis”, for Brown and Yule (1983:Xi, “on the
s
one hand, is a study of linguistic forms and the regularities of

their distribution7 and on the other hand, involves a
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éohsideration of +the gerisral principles of interpretation by
which~ people generally make sense of\what they hear and read".
FFor them}yan analysis of discourse is, in essence, a study of how
humans ,é&ploit the regularities in language use for
communication purposes; in particular, how speakers construct
linguistic messages for addresseesBana how addressees, in turn,

work on these linguistic messages in order to understand them.

Brown and Yule’'s definition-of discourse analysis views
discoursg not only as preduct but also as \rocesé. The definition
claims that there are regularities in 1j;§uage communication, .
regularities in gra@matical and lexical units which are pertinent
to both production and comprehension, and regularities in
extratextuél/linguistic units which are pertinent to
sociolinguistic variables. Ethnographers of speech9 call the
former (the regularities in linguistic wunits) ‘“context of
language"” and the latter (the regularities in
extratextual/linguistic units) "context of the world".

!

From a psycholinguistic point of wview, +to say that a
knowledge of both the language and the world is mandatory for
production and comprehension in a meaningful communication is to
58y tbat the addresseé’s’difficulty, if any, in recovering'the
communicative intent of +the discourse 1is an index of the
addresser’'s unfamiliarity with the addressee’s knowledge of the
context of the language and %he world, or, in linguistic

terminology, with +the addressee’s linguistic and pragmatic

competence. In other words, it implies thit in orxrder +to be



meaningful, the addresser must always.reach”_ppg’ gramﬁatical. (::)
semantic and the pragmatic competence of the addresseé”.'S'”ﬁéﬁﬁg‘”‘““”-ML
of a process of reasoning through verbal and nonverbal ‘units
known to and sh%ped by them. The merit- of this approach lies in RN
the fact that it‘tries to see disgourse in terms of cogaition
rather than in terms of a total product; as an insider would séeA
it, rather than from the point of view of an obseryer analyst.
_What 1is crucial for a @eaningful understanding of a
. discourse 1is then the use of sufficient verbal and nonverbal
units which are shared by both the addresser and the addressee1u.
In a native speaker - nonnative speaker context, (ie. if the |
addresser happens to be a native speaker and the addressees
happen to be nonnative speakers), 1if the native speaker seeks to
@ake his communidétioﬁ-;omprehensiblé, then he must largely-limit
"his discourse to those units which are also known to and shared
by his addressees. The fact that the natiQe speaker must exploit
shared knowledge for a meaningfullcommunication with the “
nonnative speakers 1is not anything new in ;the literature. It

is the very basic concept of conversation theory.

Theory of Conversation

Conversation theory is based on three well-recognised
principles : (a) the Principle of Co—oéeration (Grice, 1975), (b)
the Principle of Convergence (Tﬁakerer, et al., 1982), and (g)

the Principle of Accommodation (Thakerer et.al, 1982).

r—
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‘Prrnoiple~of:coréporqtion

' Griééjé.'Lfrin§ine of Co—ghﬁration" defines-conversation as
"a process:in which ;;ch contribufion is to bé treated as part of
the negotiation of what is being talked about” (1975}45). The
principle further states that "there is.a general agreement of
co-operation betweip the participants ip conversation that each

participant can expect +the other to conform to  certain

conventions in_speakingﬁ (1975:46h4,

Principle of Convergence

"Cﬁnvergence“ has been defined by Thakerer, et
al. (1982 : 207) as "a linguistic strategy whereby individual;
‘adapt to each other’s speech by means of a wide rangé ot
linguistic featurgs,. including speech réteg, pause and utterance’

[}

lengths, pronunciation, etc. In a way, it is a strategy of
reducing linguistic diséimilarities in order to achieve

communicational efflciency. : .

According to this principle, participants in verbal
interaction will tend to‘converge in many aspects of their speech
behavior_;}f :they like or value each other, and will tend +to
diverge 1if they wish to distance or dissociate theméelyes from

each other. " ~
Principle of Accommodation
The principle of "Accommodation" as defined by Thakerer

et al. (1983:207) states that "it is part of the competence of



all adult native speakers of a language that they can accommodate
thelr ways of using the language, ' that is, their rhetoric (and
‘"where conventionally appropriate their grammatical code) to tﬂéir

interlocutors in a socially sanctioned manner".

Prinoiploﬁ of Conversation and Input Language

As part of these.principles, it can be said that if native
speakers value +the addressees who happen to be learners of
Itheir lanéuage and opg to conform to certain conventioﬁs “in
speaking,‘_then, they will have an implicit agreeﬁent as to how
the information is to be encoded in the linguistic wunits. In
brief, ‘they will tend to converge and accommodate thelr language
to the language level of "the learners.

Converging ’with'and aocommodaﬁing to the langyage level of
the learners means that ;he native. speakers will not use
certain linguistic and extralinguiétic‘units Aﬁt shareq by the
learners and will attempt to use those regularities in +the
textual and the extrétextual units known to and shared by them
for an effective transfer of communicative intent. Note .that the

preference on the part of. the native speaker not to use certain

linguistic and extralinguistic units and to use uniﬁ;xwhich are

o

known to and shared by the learners of ,their' language 1is a
modification made in the interest of making the communication
comprehensible. In brief, it is an attempt to bridge any gap that
exists between  his and the less préficient addressee’s

grammatical and (sometimes) pragmatic competence. The language
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that arises as a' result of these modifications is what T will _
here call "Input_Languaée"12. Such modifications appear to reduce
the complexity of the discourse and therefore (apparently)
.facilitate comprehension. If a given listener cannot process this

language, then it does not qualify to be called "input language”

for that learner, rather, for him, it is "noise".

wd __ /f)
Iﬁput Language and Language Acquisition ’ —

'A‘systematic study of the short 1iterature13which‘we have on
input lanéuage suggests-that acquisition of both the first and
the second/foreign language éan take place effectively énd
efficientlyr when the input language falls within thg linguistic

and the cognitive level of the learners.

——Phe—wuarly Nativists’' Hypothesis (Chomsky, 1957, 1965;
McNeill . 1966) that mere exposure to data is all that the infant
neaeds in order to acquire language (becausq it is the listener’s
innate predisposition to learn language that guidgs. and shapes
the acquisition process) seems to be not totally acceptable.
Snow (1972) was ameong the first to seniouslyk question this
hypothesis : her main concern was whether the language of adults
in adult-adult conversation really matched that of - adult-child
communication. Her vresearch was soon followed by a - number of
studies\s on what was first called "baby palk” and later
"motherese”. It . soon , became clear that language used in
communicating with youh; children is modified in specific ways

("quantitatively and qualitatively different -from speech
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addressed. to linguistically‘competent adulﬁé" (Long 1983 . 7) and
is a near unive?sal phenomenon. Researcnw_ in brief, suggests
that input lanéuage may be necessary to language acgquisition and
that absence or \scarcity of such modified input may Jlead to
delayéd, or retarded language acquisition. This 1is supported by
the research report of Sachs and Johnson (1976) of a hearing
child of deaf parents wﬁo was exposed primarily to television. as
the major input, though he'did'play with other children on. =
“~occasion. -At--the end of four years, the child_had a very small
vocabulary and his language devélopment was seaverely affected
presumably due to the nonavailability of input laﬁéuage.

Subsequently, when a one-to-one tutor was provided, the child

gradually caught up in his language level. -

Research further shows 'thaﬁ like child .first language
learners, the second/foreign language learners in their initial
stages of language learning also lack the necessary competence to
segment énd degode the rapid and frequently slurred speech that
~is common in adult to adul%-conversations'5 In fact, the resegrch
so far has indicated that native speakers use strategles of
communication _with nonnative speakers which are very similar to
those employed with regard +to children acéuiring the first
languag?6 Furthermore, the organisation and presentation of input
language to second/foreign language legrners is also not unliEe

the primary linguistic input which child fﬁrst language learners
’ \

ra

recelve (See Gales, 1977 : 211)17.

10



Input Language and the Faculty of Simplification,

The discourse modificationg which adult native speakers
make in their speech (appareﬁtly triggered by verbal and
nonverbal non-comprehension signals from the learnefs of ;heir
language) are subconscious‘andlautométic (Varonis and Gass 1982).
They are thought to simplifﬁithe propositional complexity of
their communicative intent +to be roughly "in tune" - with the
particular linguiétic,and cognitive level ;f their Jearners, so

that 1in the process, the native épeakers uncensciously produce

more comprehensible utterances.

For Vgronig and Gass (1982), the native séeakers’
adaptation to nonnative discourse takes place depending on their
judgement of Tthe learnér’s proficiency level as a whole. The
native speakers do not pay “"much attention to intonation or even
phonemic value" (p.131) in|the-1earne§’s{ language system. The
researchers further state that native speakers "are not{ capable
of separating‘one aspect of nonnative discourse from gnother when

they are asked to specifically evaluate just one" (p.131).

The fact that adults have subconscious notions about how to
talk to language learners has indeed been eﬁpirically confirmed
by numerous éxper:‘.men’c?{j One particular expe;iment, worth
mentioning in this context because of its research design, was by
Snow (1972). She asked adult subjects to talk on the telephone to
two-year-olds who were not actually present on‘the other side of
the line. Nonetheless, the speech of these adultslconﬁgined the

same set of features typically found in home samp%es of mothers

11



talking to their children. There is even evidence to shoﬁ that
"four~ygér-old children also modify thelr speech when they talk to’
two year olds if +they feel that the younger. -ones do not
undersfand them (Gelman and Shatz,.1975)ﬂ

For Corder (1981 : 151) and Smith.(1973 : 3)F the ability
to simplify language is in fact a retrieval of the faculty which
one has as a child. For them,' the child’s ability to produce
proposition%lly simple " utterances is not lost even when hé7she
has grown up. It is retrieved under certain social conditions,
such as speaking to a child acquiring a first language, to a
lparner acquiping his/her second/foreign language, or when
communicating iﬁ a pidginogenic social éontext where the function
of the language is restricted to communication of denotati;;
referential information. For Corder, "it is not +the target
language system which is being simplified put that of the mother
tongue, ie. that which is already knowﬁaand the simplification is
toward some basic universal language - ngutral natural semantax"”
(1981 :151).' In %his framework, simplification is not seen as a
de?iciency, but a cognitive strafegy yhich a native speaker
unconsciously resorts to under certain interactional situations.
Input Language : Types

Input language' is referred to in the literature as
"caretaker speech"” with regard to first language acquisition'énd
as “simple codeii;with regard to second language acquisition.

Krashen (1981:121) identifies three sorts of simple_codes . (a)

12



Teacher talk, (b) Interlanguage talk and (c)} Foreigner talk, He

defines these different types of input lanéhag%]as follows

"Caretaker speecﬁ is the language addressed to young
children acquiring their first language”.

"Teacher talk is the classroom language that accompanies
exercises, +the language of explanation in second language and in
some foreign language classrooms and the language of classroom

management” . ' .

"Interlanguage‘ talk is simply the speech of other second
language learners"”.

"Foéeigner talk is the siMplifig% input native speakers ma;w
give tp less than fully. competent sgggkers of their language in
coﬁmunicative situations. It may range from the sort of foreigner
talk described by Ferguson (1972) aimed at very low levelb
speakers and characterized by pidginization +type grammatical
changés to vary mild alterations in speech".

. -

For -Héenzl (1975) and Arthur et.al (1980), foreigner +talk

can }urther gé dividéd into two +types, foreigner talk and

foreigner registe To cite Ferguson’s (1972) definition,

Ié3- '
forelgner talk ‘"“seems to be optimally characterized by an
additicnal set of rules added to the grammar of the language
being simplified" (p.1). Foreigner register on the other hand "is

characterized by modification in the frequency or f;equency range

13



of the various phonological, syﬁpxégic, semantic and discourse.
optioﬁs present in the standard language" (Arthur et al,

1980:112)24_
Input Language and NS-NS Speech

Inpu£ languége, in-genera1; differs from the NS-NS speech
mainly in the following respects: (a) Vcommunication de;icesn
{b) syntax, (c¢) phonoloy, (d) lexicon, and (e) .propositional
complexity. However, mnote that all these differences will not
occur in - all types of input language. For 4instance, wide
syntactic. differences may be found in baby talk but not in
teacher talk; likewise, modifications to intéractional aspects of
communication may be found in foreigner .talk but not in
foreigner register. In short, differences between one type of
input language and another are a matter of deﬁree. The following

are some of the empirically validated claims with regard to these”

differences:
Communication Devices

Experiments by Kelkar (1964), Ferguson (1971), Snow (1972)
Henzl (1973), Hatch (1978), Freed (1980), and Long (1980)
indicated that input language to both first and second-~ language

learners was in general well-formed and conpained the following

modifications : (i) fewer false starts, (ii) less repair, (iil)
repetition of words or phrases, (iv) a comparatively greater
' £
number of comprehension and confirmation checks, (v) a
e
_._____,./‘

14
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comparatively greater number of expansions and rephrasings and

(vi) a large number of .clarifications.

Syntax . e

Much research has been done in the area of input language

.syntax. Some of the p;;pi}qnt studies are those of Ferguson
(

(1971), Snow (1972), Hapech (1978), Wiley (1878), Ellis (1880),
Long (1980), and Wesche and Ready (1984). All these researchers
claimed on .the basis of their respective data that the input
language addressed to first or second/foreign language learners
had the following chéracteristics : (as perceptually and

cognitively simple sentences, (b) fewer subordinate or embedded

‘clauses, {c¢) more imperatives, (d) more +tag questions, (e)

shorter MPU or words per unit, (f) shorter preverb length, ﬂg)

fewer wverbs and more content words and (h) few compound verbs.

—

%

Phonology .
Henzl (1874), Trager (19723, and Brunac and Scarcella (1979)
worked on teacher talk and %oﬁﬁd that”the input language provided
to language learners in second/foreign language classrooms was
slower than NS-NS =peech. Ferguson (1972), dePaulo and Bonvillian
11978),' and;_Hatch . et al.(lS%B) working on foreigner talk,
claimed ihat input language was louder in volume, contained fewer
‘reduced vowels with very few phonological onrunnings. (ie.
;ontractiop) and was characterised by an additional set of
phonological féatures such as gemin%tion, reduplication and

conscnant cluster reduction. Clark and Clark (1977) discovered in

15



/

their experiment on caretaker speech that input language, pitched
high, carried in it clear voice onset timings to.indicate the

diffeji?ces between the voiced and the voiceless sounds.

Lexicon
One of the well accepted ways of measuring the difference in

the lexicon between two varieties of a language is what is called
the "fypa/token ratio". The type/token ratio is obtained by
dividing the total number of words by +the total number of
different words uged in the communication. Henzl (1973) and
Robertson (1978) found in their experimentsrthat caretaker speech
as well as foreigner talk had comparatively lower type/tokén
ratios than the NS-NS speech. Henzl further claimed +that the
input languaée contained a greater number of high frequency*
vocabulary items and a lesser number of pronouns, presumaﬁiy to

make references as unambiguous as possible.

Propositional Complexity
Propositional complexity refers to the number of ‘S-nodes’
per utterance. Trager (1978) used this measure in analysing

teacher talk to ESL students and found that it was less complex
v

than NS-NS speech and also that the beginners received somewhat

less complex input than the intermediate and the advanced

-

students.



Other scholars'héve,used other measures. . Both Gaies (1977)
and Wiley (1978) used T-unit based measufegssuch as words per T-
unit and clause per T-unit. Brlefly, both studies‘conciude that
teécher talk is simpler than native speakef—native speaker
sp;ech. Géies, however, found qvidence for tuning by lével, his
beginning ESL students réceiving simpler .input than his
intefmediates, and his intermediates receiving simpler input than
his advanced students. Wiley, with a slightly STEEEBF sample, did

~

not find evidence for tuning by level. .

Function of Input Modification

The ‘empirically validated general characteristics of input
language studied in the light o Brown and Yule’s definition of
discourse analysis and the three pfinciples of conversation
reveal that input language 1is the result of an oiérriding
necessity or desire to “communicate successfully with‘ the
interlocutors who are in the process of learning/acquiring the

language. In-other words, the function of discourse adjustments

is to ald discourse comprehension.

Discourse adjustments should help comprehension in the
sense +that native speakers make linguistic choices in accordance
with their judgement of what is easy, simple and clear for the
listeners to hear, perceive and comprehend. Otherwise, the
learners will simply ignore thaf whigh"does not match with what

. >
they are not ready to process. They will simply filter out what
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they cannot understand and what they are not ready ﬁo integrate

into their interlanguage26‘

There 1is, howe?er, one precaut;on which must be borne. in
mind in the analysis of input 1anguag§¥ Any attempt to simplify a
discourse will entail modificatioﬂ;. Howaver, modifying a
discourse does not necessarily mean that it becomes simplified.
As Ellis has written, "It 1is one' thing to establish that
adjustments occur and entirely a different thing to establish why

they take place”" (1980Q0a : 73)27.

Comprehension and the Language Acquisition Process
First languagé learners ‘have always been observed to -~
understand language Before_being able to spegk. There is also
some ‘rather extreme evidence from medical annals showing thatr
some 1eafners may acquire comprehension abilities, but no
productive abilities at all, attesting to the ;elatively,
"independent and ordered deveigﬁment of these two types of skills.
For instance, Lenneberg (1962) studied a case of "understanding
language without ability to speak". The subject was an eight year
old boy, who,' because of congenital anarthria (a ﬁéaipheral
speech defect) had never spoken. Lenneberg reported thaf "from
the patient’s first visit to the clinic, it had been obvious that
he -had a anmal and adequate understanding of spoken language...
At one time, é short series of instructions were tape-recorded
and transmitted to the patient through earphones. He followed the
instructiens without being aéle to see the examiner" (p.421).

K-
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Thus, despite the lack of speaking ability, the child had

acquired language well enough to understand it‘perfectly.

Researc%ﬁifurther indicates that not only first language
learners but.also second/foreign language learners begin their
language ;&éuisition process by rélying on one-way
communication. Note that this claim is in conformity with the
well-trusted cognititve hypothesis that "understanding precedes”
pfoductisn. In other words, comprehension appears to be a kind
of caﬁsative variable which language learners seem to regquire in
oxrder fo: the acquisition process to unfold naturally. Krashen
(1985 : +vii) has gone so far as to claim that “comprehensible

input” in the +target language is the causative variable in

(second) language acguisition.

Complexity and Language Acquisition Process

Researchers, particularly Rutherford (1982) and Zobl (1983)
view the process of language acquisition, k7in terms of
psycholingulstic concepts, as a continuum from the acquisition
of largely unmarked forms.to marked fofﬁs. According to this

interpretation, the progress from nonnative .competence to

native(like) competence is a continuum, from a simple oan less

gpmplex to a more complex thought system.

For Clark and Clark (1978), the relatlionship between
complexity of thought and language can be translated into a-

principle called "the Complexity Principle”: "Complexity in
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thought tends to be reflected . in. complexity of
éxpression” (p.230).

Complexity of expression can in turn be stated directly in
markedness terms (Greenberg, 1866) : "more .complex is egquated
with more marked" (Clark and Clark, 1878 :231) -dhere "more
complex” " is reflected in the addition of features or the
addition of rules resulting in a requi;ement of more proce sing
time. 2obl (1983) empirically vefifying these two propositions
claimed that markedrdess "is a function of the degree' of
compatability Dbetween the preferred operating mode (eof the
acquisition facultyf a?gflanguage dafa” (p.294). George (1972
:17) had earlier claimed as a concluding remark on his experiment
on the acquisition of the semantics of certain structures +that

<
the degree of compatability betwe¥n the preferred operating mode
and language data can be_charactérised in terms Qf redundancy in
communication terms, processing difficulty in psycholoéical terms
and marking in linguistic terms. Aécording to fhis
interpretation, “the earlier acquired of the two related items

turns out to be the less marked" (Rutherford, 1982 : 85) and the
less marked has more redundancy in communication term:@,J causes
less processing difficulty in psychological terms and can be

characterised by +the presence or absence of certain linguistic

features and rules.

Input Language and Language Acquisition Process
. In thls section, by summarising the characteristics of input

language ‘and the language acquisition process discussed earlier,
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1 shall attempt to show how they are related to each other and

also how they interact with each other.

Previous research shows that the input: language provided to
languager learners 1is gene;ally characterized by a number of
discourse modifdbations. Thg pPrimary function of these
modificatiq&§ sééms to be to make the input language
comprehensible for the efficient processing of the‘data by making
it comparatively simpler and less marked. The degree of
simplicity and markedness however dépends on the native speakers”
prercaption of the proficiency level of the language learnersjo

Language acquisition is a process of graﬁual assimilation of

the complexities of the target language system. It is a continuum

ra ) 1

from a simple/less complex to a complex system, with wvarious
states of interlanguage in between and seems to begin in one way
communication. During this period, learners understand but are

not in a position to speak.

By relating the above aspects of the input language system
with +those of the language acquisition process, it is possible

to make sets of generalizations. They are :

(a) Understanding precedes production and this
understanding is probabiy a crucial factor in +the language
acquisition process. The input language provided to the

~

nonnative-addressees 1is made more comprehensible by virtue of
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discourse modifications; hence, more effective and efficient

language acquisition may result. .

(b) The ‘ acquisition process 1is ‘a coﬁtinuum. in =a
-~psycﬁolinguisitic perspective, from internalization of a less —— -
complex to a ﬁore complex system: Inp;t lﬁhguége is in some way

an indirect 'reflectiop of the learner’'s laﬁguage system as
perceived by the nonnative speaker§. The native speaker
automatically adjusts the complexity 1$ﬂel of his/her iangﬁage

to the lin;g_uistic proficiendy and the ccognitive level of fhe
learners in response to noncomprehension signals in order that

the communication can be sustained.

Input Language as an Unconscious Teaching Mode .

Krashen (1981) and Hatch (1983 : 153) claim +that input
language is an explicit or %ﬁ implicit teachihg mode. For Krashen
(1985:101), comprehensible input is "the essential ingredient in‘
language acquisition”. Krashen’s view of how input language

functions as a teaching mode is given'in the following sections.

The research findings by Newport et al. (1977) and Cross
1977) reveal that the linguistic complexity of input language
does not exactly match the learners’ linguistic competence. It is
gener;ily just Dbeyond his/her level of competence. In other
words, input language aims a little beyond*the learhers’ level of

competence and at the same time it is comprehensible too.
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The basic assumption confirmed by research on elicited
imitatton tasks by ﬁaiman 11973) and others 1ls that huméh beings
can understand 1anguaée that is just beyond their level of
competence; According ‘to Krashen, a child at a stage ‘i’ (‘'i’
denoting current interléﬁéhéée gfammar) can .progress to  ‘i+1’-
(where 1 and i+l can be a block of structures, more accurately,
Athe chi}d who has just acquired the members of *1° ééﬁ phen
acquire a member of ‘i+1}) by understanding language containing
i+1. The native speakers, in attempting to communicate with
native and non-native learners of their language provide the
necessary input that cdvers i+l as ﬁell as some units that the
Learners have already acquired (i,i-~n) and some that they have
not yet-ﬁpcquired (i+n). In other words, to quote Krashen
(1981a:127), "the caretaker’s speech provides ’a ‘net'. of
structures +that generally includes (i+l) but contains a bit
more" . ' o

/

A very interesting predic%ion of Krashen’s hypothesis 1is.
that the net cast by input language is of optimal size in its
attempt to‘ ensure communication. A‘ wider linguist}c system
containing too many redundancies and too many simple forms bhelow

the level of theklearners’ competence would mean too much 'noise

and would serve ng purpose for language acquisition. A narrower

linguigtic systenp. contaiﬂing less redundancy and more complex
features and stiructures wquld agaln serve no purpose since it
would go uncomprehended. In other words, the input language

should neither be so narrow in range that the learners'would have
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difficulties iﬁ understanding it nor should it be so wide that it
would have no effect at all. IF should rather be a sygtem with-
built—in anticipation and shouid have Scope-for reiew for the
benefif of th; learners. In shoEt, the "comprehensible input
hypsthesis" predicts that "simplified speech will be helpfullwhen
it provides the acquirer with i+l in a context that makes the.
message comprehensible” (Krashen, 1985 :vii). It ié possible that
native speakers unconsciously effect this task with ease and
versatility, and in this way, in tﬁb process of cqmmunicating
thelr mesaage,. also teach the graﬁmaz of their language
unconsciouslyBa' To quote Brown and Haﬁlon (1970 : 50Q)
"Acquisition occurs because of the occasional mismatch between—
his. (learner’s) theo&y of the structure of the language aqd the

data he receives”,

Summary of Chapter 1 -

What follows is a brief summary of Chapter I

(a) In a psycholinguistic perspective, discourse analysis

is a study of comprehension as well as production?ﬁxxw

(b) Cognitivé theory of discourse understanding and
principles of conversation claim that native speakers ‘make
disgourse a&}ustments in order to bridge any gap that exists
between +their and the learners’ grammatical and the pragmatic

competence.

(¢) The modifications which native speakers -make are

subconscious and automatic.
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(d) The faculty of simplification which ‘the native

speakers possess may be a reﬁrieval of the faculty which he/she

had as a child.

(e) ) Input language seems to be a necessary condition for
language acquisition to take place, for it is the language that
the learner can (and does) process and (then) use for

constructing His "interianguage"

’

(f) For Krashen particularly, comprehensible input (which
is a part of input‘language) is "the essential 1ingredient in

language acquisition”.



CHAPTER II

EXPERIMENT AND PRIOR CLAIMS ) v
Introduction -

)
and analytical studies concerning the same experiment "Teaching

This case study is the tdirqgin a series of observational

Second Language to Univers{ty Students wvia Subject-Matter
Courses"”, also known as “Sheltered Psychology Classes at the

University of Ottaﬁa"._

Sheltered Classes

A sheltered class is a protected subject matter class - in
this casg, a .regular university course in a non:language
discipline, protected in that enrcllment is limited to second
language speékers, and certain pedagogical adjustments are made
for them. It is not "ESL Math”, or selections from subject
matter classes ntroduced as part of the language class. In a
sheltered claés, the target language 1s +the vehicle of
communicaticn rather than the object of study; the focus and the
evaluation of student progress are based on the subject matter
and not on the language. The adult subject-matter and
particularly the.use of written materials which are intended for
native speakers of the target language assure the use of complex

and diverse linguistic forms.

In a sheltered class, abundant “input language™ in the

target language will be available to the learners in a classroom
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registeréd,lt is expected that learners’ attention will be on the
message and not on the medium. The exclusion of native speaker
students is another important feature of this context,. which may_
help. to guarantee that the native speaker teacher will tailor the
language input to the proficiency level of the students in order
to render the content more comprehensible. This in turn should

create a less stressful situation for the students.

Input Language and Optimal Language Acquisition

Learners’ exposure to abundant'input language, together with
rich and varied interaction in the target language with a native
speaker 'in a "non—threateﬁingf situation" c¢ah, according to
Kras@en (1983) resul? in "optimal language acquisitionﬁSB.The
shelf;red courses were set up to provide these elements through a
naturalistic language learning situation. The purpose was to
deél with what is called the "transition problem” acc;rding to
which the learner may do quitelwell in second language classes
but may not be able to utilize the sedgnd language in the ‘"real
world" or in reéular subject matter classes offered to the native

speakers of the second'language36.

Input Language and Affective Filtéf”l i?

For Dulay, Burt and Krashen (1882), +the success of second
language acquisition may be limited by what they call the
learner’s "affective filter", a synthesis of psyéhological

factors such as attitude, motivation, anxiety and self esteem.

—
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The affective filter, Dulay, Burt and Krashen say, is directly
‘relaﬁed to the way input language #s received’;nd procéssed and
by virtue of 1it, to the develppment of second - language
competente. If the input is comprehensible. it 15 conducive to
the 1oweri£g of the affectiﬁe filter and consequently results in
an experience of heightened self confidence. On the other haﬁd,

if the input is not comprehensible, then, the affective filter is

strengthene;\?nd consequently, there results a lowering of self

confidence.

If this claim has any empirical wvalidity, +then, in the
present sheltered experiment, comprehen§ible input-should lead to
a lowering of _EEe affgctive filte?,‘ and conseguently an
experiénce! of‘“heighfened self cbnfidénce as well as absolute
gains in ‘second language proficiency for the studgnts learning

the subject matter in their second-Tanguage.

N/

—

On the basis of +this argument, if we are going to
characterise the language as found in this experiment as “input
language”, then it must be shown at the outset that (a) there has
been an increase in the self confidence level of the learnefs and
that (b) they have mastered the subject matter without undue

difficulty (i.e. that the content was comprehensible).

Experiment

The experimental program in subject matter language teaching

was begun at the University of Ottawa in 1982 and continues in
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&
somewhat altered form_Ep-déy. In the original program reported in
Edwards e£ al. (1984) and Burger et al. (1984), students took one
or two semesters of Introduction to Psychology in. sheltered
sections of the regular course in which enrolment was limited to
second ’1anguage speahers. The experiment was carried out
simultaﬁbously in both French and English as target languages
with anglophone and francophone students in the respective
sheltered sections. This ‘study refers only tb the part of the
experiﬁent in which Engizsh was .the target laﬁéuage. Taught by a
regular psychology professor, for whom the languaée of
instruction, English;.is the primary language, the group covered
the same material as the regular c¢lass for English‘ native
speakefs which was also offered by the same professor and took
the same final.exam (presented biligéually).

The selection ofrthe students for the experiment was based
on two factors: (a) tﬁei{"high intermedia£e level of second‘
language proficiency and (b) their ;;luntary enrolment in the
course, subject to their ag{eement to attend a minimum of 80
?ercent of class sessions, do all readings in their second
language, take a weekly series of objective subject-matter tests
in liéh of writing a term paper and mid-semester es y~%e§§m
required of the regular sections, and complete all rgsearch tests

and questionnaires.

-

Students who expressed an interest in participating were

reguired 1 to take the University's December 2 English
\
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Proficiency Test. Only those who sequred b&k een 50 percent and
8b< percent ‘ ﬁere ~ considered to possess the | ﬁpro -Zate
intermediate level of second language coméete ce and were invited
to enter the she1tered classes in the second semester, subject to
conditions stipulated in a cbntragt. A high intermediate level of
second language proficiency 1is ef primary importance since
according to Widdowson (1978). and Krashen (1983), students at

this level can maké the transition from +the second language

classroom to regular subject matter classes.

‘The students whoanrolled were guaranteed that they could go’
ba&k to thé regular ;lasses_¥f they wished at any time during
.the course, bqt if tﬂey stayved till the end of the course, and
passed the psyphology weekly tests and the final exam, they would
receive credit for the University’s second language requirement.
In al way, this offer served as a motivating factor for their.

continued participation in the experiment.

-

Yoo

Since the researchers ‘connected with the project were
coﬁcerned that the students might .not be able to make the
transition suddenly from medium oriented language teééhing to
subject matter oriented (implicit) language teaching, a second
language teacher provided approximately 15 minutes of instruction
in each 1 1/2 hour (bi-weekly) class pericd.- This instruction was
geared toward (a) helping students to read and take lecture notes
effectively, (ie. advice on study skills) (b) clarifying points
made in the lectures (pﬁrticularly, explanation of unfamiliar .
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vocabulary) and (¢) providing an opportunity for them tg express
their ideas in a relaxed atmosphere (including teaching them of
specific expressions useful for interactions in the classroom).

There was no explicit teaching of grammazg, .

"In addition, all students were required to purchase a course
bextbook in their second language_and._were expected to do all
assigned readings 1in thelr second language.- They were als§
encouraged but not required to listen to a series of audio
cassetfeé”'prepared for the regular sections of the course which
were available in English at a céntrélly~ located audiovisual
laboratbry: In view of the emphasis on providing comprehensible
input, one element of the regular course was not provided, that
of regular contact withAa psychology graduate student assistaﬁt
who would normally shqw films, do demonstration éxpériments and

engage in small group discussions. The language teacher fulfilled

some of the roles of the graduate assistant.

Comparison Groups ~A\'

The students in three ESL second seﬁéster classes givén by
the University’s Centre for Second Language Learning and the
regular English speaking students in the “Introduction to
Psychology” course served as comparison groups  for the
experimental Bubig;ts in the sheltered programs.

. The ESL classes consisted of students who, like +the

experimental students had scored between 50 per cent and 80 per
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centr on the English'Proficiency Test. They received four hours
per week of second language instruction which included one hour
per week of group inStrudtion' in the 1language laboraﬁory.
Altogether they received é total of 45 hours of ESL _instruction

in the semester, compared with 39 hours of c¢lass time for +the

-

students in the sheltered psychology class.

The groups were compared in the following ways:
(a) : Sheltered group with the ESL grcoups with regard to
self evaluation and objective measures of English proficiency

gains, and of language related attitudes

(b) : Sheltered group with +the regular groups 1in the

“Introduction to Psychology"” céurse with regard to mastery of the

subjéct matter.

Testing Measdres
What follows is a short description of the measures by which

the comparison groups were tested at the beginning and end of the

semester.

(a). Instruments : Second Language Proficiency Measures .

The second language proficiency tests consisted of (1) an
open cloze test, (ii) a written translation test (L2 into L1) and
(iii) a listening comprehension exercise with an L1 open answer

format.
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All these three tests had been developed by the University’s
Centre for Second Language Learning and had been extensively
field tested and found to have demonstrable reliability.

(b). Instruments : Self Report Measures

The second language comparlson groﬁps (sheltered group and

ESL group) were asked to complete questionnaires concerning their
anxiety levels when using Engliéh, self-assessment of their

English skills and other attitude and language use data at the

beginning and end of the semester (Appendix A).

(¢). Instruments : Paycholoﬁy Achievement Tests

Edwards_ et al. (1884) inform us that "“the psychology
achievement tests used in thls study were the end-of-semester
final examinations given to all- stud ts of “Infroduction to

R

Psychology". The final examination at the end of each semester

consisted of 100 multiple choice items, assembled from an .item '

bank, ‘and new material by the professor who coordinates all
M

sections of the course. All situdents receive both the Engllsh and -

French version of each item" W p.273).

\
\

They further add that "fo

the purpose of this study, the
first semester (December 1982) results were used as the pre-test
scores and the second semester (Apxil 1983) scores were the pos{

test scores” (p.274).
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Results . - -

N

What follo;s is a concise repért of theiresults {Edwards et
al. 1984) at +the end of the experiment as found through the

measures described above.__

{a). Resuts : Language Proficlency

The sheltered c¢class group Showed clear and statistically
significant gains on all second language proficiency measures.On
the other hand, the ESL group did not show any statistically

significant second language gain%B

(b). Results : Self Evaluation

There was a significant drop in the L2 use anxiety of the
sheltered group, and signifiqant.gains in their self assessment
of their' English proficiency, as well as a reported
"strengthening of their intention to use English in the
futureyy The statistical contrasts of the sheltered and the ESL

~
groups, however, did not reach significance.

)

(c). Results : Psychology Subject Matter

The results indicated that the sheltered classes learnt the

subject matter as well as students in the regular class taught by

the same professor.

Claims

It was concluded on the basis of these research findings by

Edwards, et al. that "adult students can indeed galin in second
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language proficiency in the absence of formal language
instruction when the second language is used as the medium of

instruction and the input is made comprehensible” (p.280).

The_'fesearchers’ conclusion was fhat the students were
exposed to this comprehensibié input in a "non—threaﬂéning
céntekt“ and this "enabled them to focus on meaning rather than
on form"™ (p.280). The researchers further— stated .that “the
reports by the sheltered class subjects of lowered anxiety,
increaséd. L2 proficiency and greater determination to use the L2
in other situations provide preliminary but encouraging ‘evidence

that sheltered courses yield increased self confidence in using

- the L2" (p.280).

What do the results indicate?

The finding that the students in +the sheltered classes
mastered the regular subject matter, and at the same time
significantly improved thgir §Q§ond langunage proficiency and
their self confldence when using the language indicated that this
could be achieved‘ﬁithout formal grammar study. Also, all other

variables remaining the same, +this could not have been achieved

but for the input data (in this case "input language” 1in the

lectures and the course readings) they had been exposed to.

It is important to remember that (a) the students in the
sheltered groups had only an intermediate proficiency level in
thelr second language and that (b) the semantic options

remained essentially the same, both the native and the non-native
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speakers being offered the same subject matter, without any

éddition or deletion to the course content.

‘ N _

In the remaining chapters, I shall analyse how the input
data provided to these learners differed from the language data.
provided +to the native speakers, and whether these differences

make the input language comparatively simpler té process, ana if

so, how? -
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CHAPTER III

DATA, PROCEDURES AND PREVIOUS FINDINGS

4

This chapter is divided into two sections. The first section

is a description of the general procedures followed for the
codification of the data. The second section gives a very short

summary of the relevant findings on the data by the researchers

Wesche and Ready (1985).

DATA AND PROCEDURES

Data : Source
Data for the present study consist of taped lectures of. the
Sheltered and the Regular Psychology course sections described in
the previous chapter. The same English speaking professor taught
both the sections.
Data for the Present Study : Codification
For +the purposes of this stu&y, the audiotapes of +two

t

parallel lectures given to the native speakers and the non-native
» 3

4

. speakers at the beginning of the  winter 1983 semester were

transcribed. Housekeeping details at the beginning and end of the
lecture pericd and any prolonged student-professor dialogues were

eliminated from the recording.
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or the purposes of this research, the lecture to the native
akers hereafter will bb referred to as LNS and ‘the lecture to

non-native speakers will.Be referred to as LNNS.

After editing, +the total length of the recordings came to
65 minutes for the native speakers and 55 minutes for the non-
native speakers. These were lexically transcribed, totalling 9452
words for +the LNS and 44061w0rds for the LNNS. The data

consisting of the entire S#ripts will be referred to as Data

; ————

set I. oo

Since it was expected of the professor to offer +the same -
matefial in the same order with the same minimuﬁ details, 1i.e.
strictly following the-standard course outline (Appéndix B}, it
was possible to capture appréximately the same subject matter in
both the lectures to soﬁe extent. Out of +the eleven topics
covered in fhe LNS and five in tbe LNNS on the dﬁys of
recording, there were four common topics. The data consisting of
these four common topics will be referred to in this research as

ﬁaFa set II. The following were the common themes : (i) “drive",

(ii) "shaping", (1ii) "extinction and spontaneous recovery",.
and (iv) "response differentiatiom {discrimination and

4
generalization)”.

The bifurcation of the data into two sets is particularly
- necessary so far as this research is concerned because the data

sets are used in three different ways. These are : (a) Data set



I 4is used for capturing certaie overall general phenomena which
—characterize the input languege; (b) Daﬁa set II is used_ for
capturing - certain specific phenomena which can be obtained only .
by data with comparable content and (¢) Certain analyses are
carfied with both the data sets in order to see -~whether the
phenomena of interest occur uniformly throughout both sets or

whether they vary according to subject matter content.

Field Notes

In addition to audio‘tapes, videco tapes were also secured,
and field notes were made while obser;ing them. These
observations were pareicularly helpful in identiffing and
determining' the role of extralinguistic fincluding the non-

verbal) support in the input language.

, II

PREVIOUS FINDINGS

Introduction

It was stated earlier that this case study is part of a
series of/)observational and analytical studies concerning the
same experiment. What follows is a brief selection of felevant
previous findings by the researchers who carried out tﬂe sacond
study, comparing certain characteristics of +the psychology

lectures to native speakers and nonnative speakers.
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Previous Findinga (S8elections) : Wesche and Ready (1885)

The researcheré found “a signifiéahf slowling of speech rate"
in the LNNS compared to the LNS. With-regard to vocabulary, most
of ‘their analyses showed no significant differences ﬁetween the
two lectures, with the .following excaptions : there waz a
significantly greater use of "so" and "will" in the LNNS and more
"would"” in the LNS. The latter reflected his tendency to avoid

using conditionals when speaking tp the nonnative speakers,

instead using eithé;\q{iijif or future tense forms.

With regard to syniax, the researchers found significant
differences on the foliowing measures; T-units (significantly
more in the LNNS), the number of words per T-unit (significantly
less in the LNNS), the number of clauses (more for the L2
students), the number of words per clause (lesé for the L2
students) and +the length of a clause (shorter principal and
subordinate clauses in the LNNS). However, +they found no
significant differences in the number of clauses per T-unit, 'éhe
number of subordinate clauses, or. in the proportion | of
subordinate clause types in the LNS versus LNNS. Further, e&
found +that principal versus subordinate clauses occurred ipfﬁthe
same proportion in both the presentations.

With regard to discourse level phenomena, . the researchers
state that  boundary mar%grs between  propositions (while

prominent) were not significantly different in numbe; or

percentage of total words in the LNS versus LNNS. Nonetheless,
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" the use of particular markers varied. Of greatest intereé£ in
terms of adjustments made for the L2 speakers were the measufes
.of content redundancy: -exact repetition and edquivalence of
meaning expressed through rephrasiﬁg of the same idea. Also, theﬁ‘

reported that the professor used more words to put,K across the

same theme and that there was an increased use of imperatives and
questions in the LNNS. With regard to discourse structure, the :
researchers found both the presentations very similar, consisting
of an explanation of the concept with respect’ to other known
concepts, ?nd an initial illustrative example. The lecturing
style, howéver, differed to'some extent : the LNNS was far more

interactive in structure.

The Purpose of the Present Research

The purpose of the present research is neither tq. replicate
the past findings nor to negate these findings by analysing the
data in a different way. The purpose is very simple : to
capture exclusively the discourse level modifications present in

the language data provided to the nonnative speakers within the

constralnts of the theorefical background provided in Chapter 1.

T
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CHAPTER IV

ANALYSES

Introduction

Research on the processes of dispou)%e comprehension in. both
: v, , .
first language and second language is in its infancy. GStill, a

considerable body of related research into +the cognitive
processes underlying comprehen;ion has led to a greater

understanding of the naxuré of dlscourse cémprehension
ﬂ (eg. Rumelhart 1977, Clark and Clark 1877, Van bijk 1877, Van
Dijk and Kintsch 1978, Richards 1983).

Research has identified twc basic processes with regard to
discourse comprehension, referred to as bottom~up processing and
top-down processing. Bottom-up processing refers to the analysis,
categorization and interpretation of-:-incoming data on the basis
of grammatical information in the data itself. With respect to
+he comprehension of discourse, bottom-up processes would be, for
example, those . which assign grammatical status to words on the
basis of syntactic and morphological cues and ﬁhich assign
méanings on the basis,of syntax and word order and the meanings
of lexical iteﬁs used in the message. Top-down processing makes
use of prior world knowledge as part of the process of discourse
comprehension. This may incluae expectations about the topic and
structure of a piece of discourse, based on real world knowledge
and reference to various +types of <frames, schemas and

macrostructures (See Van Dijk 1977, Rumelhart 1877, Van Dijk and
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Kintsch 1983, and L2 research on schema theory by Carrell, 1984).
In brief, +top-down processing enables an interlocutor to infer
the ‘communicative content of the -discourse by byﬁassing many -of
the aspects of botto&-up processing. The following analysis is a
modést attémpt in this line of research to show that +top-down
processing is a reality and that it can account for at least part
of £he comprehension of meaning in language input. The fact that
evén as complex a subject-matter as psychology can be
communicated and be understood b? less proficient interiocutors

without sacrificing +the inherent complexity of the discourse

content is a testimony to it.

This chapter is divided into seven subsections. They are (i)

topic, (ii) speech acts, (iii) cdhesion, (iv) pragmatic
connectors, {v) communication strategies, (vi) syntax and (vii)
vocabulary.

(1) : TOPIC

Introduction -

The notion of "topic" can be considered as a frequently used
vet an inadequately explained concept in -the analysis of
discourse. Brown and Yule (1983:71) define topic as “"what is
being talked about”. Perfetti and Goldman (1874 :71)'copsider it

~as "the discourse process by which a referent‘ comes to be
dgzploped as the central subject of the discourse”. For Grimes

(1975), "topic is a point of departure around which every clause,

)
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sentence, paragraph, épisode and discdufée is organised”. Van
Dijk (1977:8) looks at it as "a complex proposition which \is
entailed by the Jjoint set of probositions éxpressed by the
sequence of sentences in the text". And finally, for Vehneman
(1975i, like Brown and Yule, “topic .or topic of a ~discourse
refers to a discourse subject on which the atténtion of the
participanﬁs of the discourse is concentrated". Unfortunately,
although there areg multiple definitions of what a topic 1is,
there . exists in litefature no -general framework by which a
practical analysis of topic can be carried out.

-

. In my view, an attempt to analyse discou?se in terms- of
topic is pért of the proceés of making explicit the basis for
our intuitive ability to recognise why, and how, what is said is
appropriate in a particular diséourée context. -In fact, it is my
belief thaﬁ if the eiements of a topic and j}their
interrelationships can be'identified, analysts will have a

basis for making systematic judgements as to why a particular

? mmunicational contribution is - .relevant in a particular context.

Framework
The framework which I have developed for topic analysis is
based on certain ideas borrowed from Halliday and Hasan (1976),

Lantamatti (1978), érown and Yule {(1883), and Weissberg (1984),

- In this framework, there are three important aspects : (a) topic

initiation, (b) topic maintenance and (c) topic conclusion. Topic

initiation and topic conclusion are boundaries by which one chunk
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~ofi discourse, a sequence of utteranceiomaking up a"pgrticular

discourse theme and what is called "speech paragraph% or "speech
paratone" is set off from the rest. Topic maintenance is whatévex

it is that preserves a topic.

Also for the practical purposes of this research, I shall
define "topic" as a sequence of sentences dominated by.what 1is
called a macgbprdposition, which by definition is 4& proposition
" that is derived from, the sententially expressed probositions of a

discourse"” (Van Dijk and Kintsch, 1983:190).

Analyses

' For the sake of clarity, I‘shall‘initially repQrt upon the

analyéis of +topic initiation and topic conclusion followed by
[

topic maintenance.

Topic Initiations.

A study of topic initiations 1in a discourse is very
important, for fhey'have a double';ole to playﬁ-On the'onaqhand,
they are the input for knowledge use strategies, and on the other
hand, they provide Aexpressions that may cons%itute
‘macropropositions. In brief, topid initilations activate domains
of knowledge or frames necessary to understand the subsequent

sentences.
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Procedures

As the name "initiation™” makés clear, \in the analysis of
"topic initiations” we are lookingwahead, not ®t what .actually
follows, but at what the initiation does‘tojwhatevef-follows.

One obvious way to initiate a topici for’ Yan. Dijk and
Kintsch (1983:202) "ig to explicitly tell in therdiscoﬁrse itself
what the. main topics are, +that is, by conspicuously expressing
what the macropropositions are”. Such expressions, which we will
call "topical expressions”, can-be accompanied by the followling
ﬁopic initiation strategles: +they can either be long or short,
with -or without pauses, may occur at the beginning or end of a
speech paragraph, and finally may .or may not_ﬁse intonation and

stress to underline the macrdpropositions.

In ' short, +to identify topic initiation strategies in any
data, one. will h#ve to consider'the following questions (a)
how long are the topical expressions? (b) Are they accompanied by

4
well marked : pauses? (c) What are- the other 'accompanying

*

strategies to highlight these expressionﬁ? {(d) Syntactically,
what +type of constructions do they_consist of? and finally (e)
Where do they occur? = within how many sentences from - the

beginning of a topic?

Among all the measures, the place of occurrence of the

topical expressions is particularly important from the viewpoint

of their semantic functions. At the beginning, they help the
N \
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addressee +to form a hypothesis about tPe topic of the discourse
so that the following sentences can be interpreted top down
relative to that macroproposition. In the final position, on the
~other hand, they serve ﬁo check, remind orjcorreét the already
established macropropositions as well .aé to repeat what is

already known, go thét'the addressee has not only hierarchically 
déminant information but also recent information to search for
when the_topig is needed in subsequent tasks.
Analyses and Findings

Topical expreésions and topic initiatipn strategies in both
the LNS and the LNNS are fﬁund to be reﬁarkably similar. Whén a
discourse topic 1is 1introduced for the first time, it .is by
definition difficult to process since, (ﬁétaéhorically) a new
- "file"” ,in the working memory systemehas to be opened for it.
Since topid familiarity is neutral fj¥ both the student lgroups,
theﬂ similafiéy of topical expressions and tbpic initiation

strategies between the LNS and the LNNS is not surprising.

The topical expreésions in both the LNS and LNNS data occur
at the beginning of the discourse themes and conéist of
unambiguous declarative sentences only. Highlighted by iantonati~n
and "stress, they g;e very short, running to not‘more than two .
co-ordinated sentences, and are always pri&éaed by a loﬂ; pause..
Since no attempt haé been made to measure the pauses accurately,

———

it cannot be sald here how long the pauses are in each of the
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discourses. However, well marked pauses exist in both -

di *
sgourses,
4% .
What follows are some of the examples of topical expreésions

- .

in the data: - o

Topical Expressions

Examples from LNS

1. "The next two terms in your outline are very simple ones.
They are extinction and uh, spontaneous recovery"”

2. "I will go on to the next term and the next term is quite a
refers +to quite an interesting idea and uh, that is
ah ... brain stimulation as reinforcement".
3. "0.K. - Now, let's talk a.little bit about the last topic of
this wunit and uh, that is the question of theorlies of.
learning".

Examples from LNNS

4. “And uh, the next term that is introduced on pagel28 is the
term drive". ' :

Pad
»

5. "We are now ' ready to consider the effects of amount- of
reinforcement™”

6. “In that case, let’s go to the next +term, ahm, response
differentiation and hm, in fact, what we really want to
talk about there is two issues, discrimination and
generalization”.
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Interpretation

In my view, the occurrenée of these topical expressions at
the beginning of a discourse topic in both the lectures is wvery
crdcial. in that they not only can serve as effective cues for
macropropositions but also “can prevent the listeners from
attempting a glos;l inﬁerpretation of the macropropositions (by
which is meant the réalization of an overall relationship between
and. within +the discourse themes) on the one hand, and on the
other hand,‘they can help them link the succeeding éentenées “top

down" relative +to these expressions.

The shorter topical expressions consisting of unambiguous
declarative .. sentences with wéll marked pauses precediig and
- folllowing them may be yet another strategy to dispel any
ambiguity as to what the actual topic 1is. In other words,

introduction of new discourse topics is made transparent in both

the lectures.

Toplic Conclusion
Topip conclusion 1is the unit of discourse wherein the

addresser concludes a topic. It is essentially a strategy for
4

"going out". It is also the part of the discourse which ususally —

contains the summary statements.

o
4 )

—— - ) /

Topic Conclusion Statements | | /
» g i .
Topiec ceonclusion can be signalled by 39ftain sta‘temen‘b;w

which we. shall call "topic conclusion statezénts". As refards
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fhgir identification, +they are ‘generally marked by expressions

such as "that's the idea ...... "y, "“We finish with this ....",

follqwéd' by a long pause;/ The semantic purpose of the topic

conclusion statements seems to be to check the already

established macropropositions of the hearer. |
$

Findings

Topic Conclusion Statements

Examples from LNS

7 "So that’s the idea of the term drive. Is that clear?”
8. "That’'s the idea of spontaneous recovery"”.
9

.5 "So this is the idea of feedback"

Examples from LNNS

10. "So that’s the simple message for amount and deléy of
reinforcement. For amount, the more the better. For delay,
the sponer the better. Q.K?"

11. "So that’s all we wanted to say about drive here. Is that .
clear?"” : :

12. “Do you see the basic idea of extinction, and a,... of
spontaneous recovery? 0.K?7"

My analysis indicates that topic conclusion statements in
LNS and LNNS do not differ from each other. very much.
Semantically and syntactically, they are very similar as the

above glven examples indicate.



Topic Conclusion Stfatpgies

Yet another way of studying topic conclusion is by studying
the strategies by which a topic is concluded. A study of topic
conclusion stfategies is importaﬁt since they tell us how an
addresser mentally prepares his éfgyessees for a topic conclusion
or how a particular topic is prepared for its conclusion. Note
that topic conclusion statements generally do not +tell us

anything about topic conclusion strategies.

Following BHurtig (1977£5 I shall suggest the following
measufgs for the identification of topic conclusion strategies. A
Eﬁpic is commonly concluded either by shading or fading: for the
purposes of this research, shading can be defined as an expansion
of the domain of the topic‘towards the end of the topliec by an
additional set of examples and ideas, and fading as a gradual
movement away from the ongoing discourse topic in the preparation
- 1

for a new discourse topic. .

LT

Ty

Apart froﬁ shading and fadipg strategies, Gardner (1885},
has identified: two other fopic conélusion strategies called
“"topic recycling" and“"topic reintroduction”. For him, topic
recyvcling occurs when the.topic has come to an end, and the
addreséer picks up a point from earlier in the developﬁent of the
same topic, and thereby revives the topic. Toplic reintroduction,
on the other hang, revives an altogether different toplc that has

already béen dropped once in the discourse.



‘l
Procedures

" In order to identify topic conclusion strategies, tgpic
shading/fading, and topic recycling/reintroduction , I examined.
the units of discourse which form the border between tdpic
mainﬁenance and topic conélusion units, i.e., the un}ts which

precede the topic conclusion statements.

Findings

As regards topilc conclusion»strategies, there are remarkable
dissimilarities. For example, shading occurs ohly in the LNS and
not even ,once in the LNNS. The professor, as if ty afterthought,
gives more and more examples towards the end of the discourse
topics in the LNS. This is true in nine of éleVen tbpics in data
set I and threé\bi\four toplecs in data set II.. Fading, on the
other hand, doesn’t occur in the LNS at all. It oécuréh on the
other hand, in all the topdes in the LNNS. In short, the topic
conclusion strategy in the LNS is either shading or a full blown

change while it is that of fading alone in the LNNS.

With regard +to topic recycling and topic reintFoduction
strategies, +topic recycling, which is a sort of pafaphraSi;g of
what has been previously stated in Ehe current topic, occurs in
all topics in +the LNNS and not even once in +the LNS. The
professor never attempts to paraphrase in the LNS. On the other
hand, topic reintroductions éccur only in the LNS. For exampie,

in the LNS while discussing ‘“response differentiation”, +the

professor reintroduces the concept of "classical conditioning”
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which he has taught in one of the earlier sessions (not even on
the same day or in the same week). For another example, he calls
up the  concept of “spontaneous recovery” while discussing

“agsociative theories of learning” towards the end of the class:

13. "I made the statement at the end of a class that it is not
" as strong as, ah, the_original acquisition. What I was

thinking about primarily is this..." (LNS)

Such "reintroductions" are not at ali present in the LNNST

Interpretation

A study of the differences in +the topic conclgsion
strategies in the two lectures reveal that the professor’s
_ié;ention is not to tax the cognitive ability of +the nonnative
aﬁdressees‘ very much. With them, his intentions seem to be to
have very.straight- forward dealings; Further, he attempts to
~ help * them reinforce the content matter 6f the discourse topigH;n
‘their loﬁg-term gemantic memory (Working.memory) by the use of
topic recycling strategies. Note that topic recycling strategiles
are totally absent in the LNS. The profe;sor seems +to have
virtually _taken for granted the cognitive capaclty of the native
speakers for long term men-n)r):"-,6 judging that they don’t réquire
Iinguistic strategies +to activate it. No plausible reason can

otherwise be found for the absence of topic recycling and the

presence of topic reintroduction strétegies in the LNS.

L)
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Topic H;intenance

Topic maintenance characterizes the part of the_ discourse
that contains the addresser’s communicative intent. This portion
of the discourse holds the central argument and importantl;;
deals with knowledge which the addresser assumes must be

available to the addressees.

Topic maintenance is different from topic initiation in the
sense that all ‘“"warm ups" are over aﬁdiﬂthe addressee must
concentrate on the message in ordgr to understand the-
communicative intent of the addresser. It is different from topic
conclusion in the sense that the’addressee is not given any hint
at this point of discourse as to when the topic i1s going to be
concluded. In short, one way to identify topic maintenance is to
lock for +the area whére the topic boundary markers and topic

conclusion strategies are conspicuously absent

a7

Topic maintenahce can be analysed i1in two interrelatable

, .

ways. It can elther be analysed in terms of its argument
structure, called topic structure, or in terms of its progress,

called topic progression, the latter a very well defined but

underdeveloped concept in terms of énalysis.

Topic Structure
Macrostructures and Schematic Structures
While local (discourse) coherence can be identified in

terms of relations between propositions expressed by succeeding
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sentences, global (discourse) coherence is of a more general
nature, and characterizes a discourse as a whole oxr larger

fragments of disco%rse.

Van Dijk (1872,77,80) introduces the notion of
"macrostructure” in order to oprovide an " abstract semantic
description of +the global content, and hence of the global
coherence of diséourse. _For him, the macrostructure of a
discourse is the conceptual global étrategy assigned to work out
the global meanings at vafious leveis, at the levels of words,

phrases, clauses, sentences and speech paragraphsqs.-

Macrostructures are not the only global structures of

discourse. For ft least certain types of discourse, it is useful
to speak about tﬂé schematlic structure. Schematic structures are
described as "higher level complex knowledge structuresJ (van
Di jk, 1981:141) which func%ion as "ideational .scaffolding”
(Anderson,;977) in +the organization and interpretation of
experience. In +the strong view, schemata are considered to be
deterministic, £o predispose +the experiencer to interpret his
experience 'in a fixed way. They are the background knowledge
structures which lead us to make predictions in our
interpretation of diséourse. In fact, Tannen (1973%:138) uses the
description ‘“structures of expectation” to‘ charactérize the
influence of schematé'on our thinking. Thus, stories can be

characterised by a narrative schema, and argumentations can be

analysed in terms of an argumentative schemata, for Example, by
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the syllogism of Aristotelian 1logic. Such schema structures
provide the overall form of a discourse and can be characterized

in terms of the macrostructures definink a discourse type.

Mécrostructures and schematic structures differ from each
other in terms of the level tﬁey work on : the domain of
macrostructures is up to the level of speech paragraphs whiie the
domain of the schematic structures i?*beyond the paragraph level.

b
‘Importance of Macrostructures and Schematic Structures in a étudy
of Discourse

A study of macro and the schematic structures of a

discourse topic is important because such structures : B

(a) provide a common semantic basis to éonnect (sometimes

seemingly incoherent) sequences;

(b) can serve as a device for the hierarchical organisation
of the macropropositions in thé semantic memory - in a way, they

are the device for working out a relatively simple semantic

structure;

: t
Xc) provide powerful retrieval cues for. the sometimes

necessary reactivation of semantic details by the addressees and

(d) characterize an explicit reconstruction strategy by
defininé‘ the esseﬁtial, the most important or relevant semantic
properties of discourse. This lnformation is particularly needed
by +the addressees for later cognitive tagks like "recall"”, as

+
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well as for ﬁonitoring and: controlling further discourse

—

processing.

Procedures
Schematic and Macro Structures

In the given data, the schematic structure of both the LNS
and thé LNNS can be characterised by an "expository schema” and
this expository schemata, in turn, can be characterized by means
of the ,macrostructures whiéh provide an abstract semantic
description of the global content. Recall that the macrostructure.

of a discourse has been defined as the global conceptual strategy

assigned to work out the‘global meanings at various levels, at

the levels of words, phrases, clauses, sentences and speech

paragraphs. In this 'analysis, I attempt to determine the nature

of +the macrostructure in each of the data ‘sets in terms of the

argument structure which governs the propositig?s. (The term
"proposition” is wused in the following discussion in  a more
general way. It Jjust msans "semantic representation” and nothing

more).

The two sets of propositions which form the components of
the macropropositions in the expos&tory schemata of the data
are : (a) Thematic definitions and (b) Illustrations which
explain the how and why of the given definitions (or examples
followed by explanations). ‘A study of the sequence in which the
definitions and the explanations/illustrations - occur in a

macroproposition may give us an idea of the argument structure
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governing the Jmacropropositions and consequently of the

discourse as a whole:
’ : :
“In this analysis, I attempt to identify the macrostructure
of the semantic content by analysing the relationships among the
propositions‘ in each macroproposiiion of the discourse. To do
this, I initially identified the macropropositions (discourse
topics) tﬁat occur in each of the ldéttures. The eleven topics in
the LNS are : (1) drive, " (2) shébing, (3) extinction and
spontaneous recovery, (4) " response differentiation
(generalization and discrimination), (5) bio-feedback, (8) ANS
conditioning, (7) Dbrain stimulation aé reinforcement, (8)
positive and negative reinforcement, (9) associative theories of
learning, (10) cognitive thecries of learning and (11) Kohler and‘
gestalt ps}chologyfgv The five topics in the LNNS are : (1) thé
amount and Aelay oi_reinforcement, (2) drive, (3) shaping, (4)
extinction and spontaneous = recovery, and {5) response
differentiation (generalization and discrimination). Out of
these, the common topiecs in the data sets are : (1) drive; (é)
shaping, (3) extinction .and spontaneous recovery and {4) response

differentiation (generalization and discrimination).-

. After identifying the macropropositioﬂé, I determined the
location of definitions, specifically where they occurred in the

argument structure, before or after the illustrations.



Findings

The following 4is the ‘'sequence (Table 1) in which the
définitions and the M lustrations (examples followed by certain:

explanations) occir in the data set II:

)

Sequence in which definitions and illustrations occur

Table 1
. in the data set II.
Macroproposition - LNS Sequence LNNS Sequence
1 Drive Definitions Iliustrations
Iliustrations Definit;ons
2.  Shaping Illustrations Illustrations
™ Definitions Definitions-
da. Ext}nabien Illustrations Illustrations
C. Definitions Definitions
.3b. Spon.Recovery Definitions Illustraﬁigns~
¢ - ' Illustrat}iﬁs Definitions
-~ o - -
4a. Generalizatioﬂ + Illustrations Illustrations
' 2 Definitions
4b. Discrimination Illustrations Illustrations
: Definitions

-components of the macropropositions,

With regard to the. way the professor sequencéd the
there are remarkable
differences. ‘In the QNS, the themes are not precisely defined or

in some cases, are not at all‘défined. The definitions are just

illustrated with examples and the students have to . infer the

S - bo o :



definitions +themselves. Moéeovér, in® +the LNS, ‘if there are
.prgcise definitions, .there, is no regular pattern a§ to their
r:iocation. Sometimbs, the exémpleq precede the definitions and at
other times, . the'definitioﬁs precede the examples. And in some
other casés, there are only examples and illustrations. On the
other hand, inlthe LNNS, he gives precise definitions to all the
themes. And- all “these definitions are very straighﬁforwﬁrd.

Furthermore, in avery case, the examples precede the

" definitions.

The following are exampléé from the texts with regard to

Hefigitionsu

£ | N\

Examples from LNS

14. "N ZW’ you would become stringent and you wouldgrequire that
before you reintroduced and as you can see, you would be in
effect shaping +the behavior of the animal to perform a
behavioral sequence which was not part of its repertoire
initially, -by breaking it up into 1little elements and
adding one element at a time. That’s the idea of shaping”.

15. "What about spontaneous recovery? Well, again as we said in
the case of classical conditioning, spontaneous recovery
refers to the idea that after a period of time away from
the situation, if you bring the animal back into it and
still * not reinforce, the behavior will reappear for a
while. S50 what wyou find is that in the morning, you
conditioned the rat. 1In the afternpon, you allow that
behavior to extinguish, so that it’s ho longer doing it for
you, . and then you take the rat away overnight. You come
back the next day and.you find that again the rat begins to
perform for you and has to extinguish all over again except
the behav1or is not as strong as it was initially. That's
the idea of spontaneous recovery"” , . .

Y
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Exaﬁpleé from LNNS

16. "A behavior +that is followed by a reinforcement tends to
repeat, but the practice is you take the behavior one
l1ittle bit at a time, and you build up a -'sequence, of
behaviors, so that eventually Yyou demand the entire
sequence in order to reinforce. And that is shaping”.

0 L)

i- ‘ AN

17. ‘"Spontaneous regovery refers to the idea that the
conditioned response, having been extinguished, will return
after a time interval, even with no further reinforcement.
O0.K. That's spontaneous recovery". ‘

It can be seen from the above examples +that the
macroﬁroPOSitions (in these cases, “shaping” and “spontaneous
recovery"') are brecisely defined in the case of LNNS5. Such
precise definitions are not found in the LNS. Further, at the
time of uttering the definitions in the LNNS, the professor was

slower than the normal speed of delivery so that +the students

could take down the definitions on their notebooks.

Interpretation

The cccurrence in the LNS of definitions sometimes
following and sometimes preceding the examples, and at times

their total absence reveals that the professor has intended the
madrostructurg of this discourse to have global interpretation.
In every qaﬁé -in the LNs; the professor provides a 1lot ;f
examples but seldom cares to define the tefms.. In the LNNS, on
the other'héhd, the examples always precede the definitions. The

pattern does not change at all, not evenwgpce. In brief, if the

macrorule governing the macrostructure of the discourse themes in
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the LNS can be said to be “anaiytical"' requiring the working

.out of a global meaning of +the definition (through an

interpretation of the 1llustratiorns), the macrorule governing the

macrostructure of the discourse themes.in the LNNS can be said to

be “relational” (providing a relational structure between the

definitions and the illustrations).

i

L The irregular pattgrn provided to the native épeakers can be

interpreted as to the «professor’'s reliance on the native

speakers’ capability +to \infer +the definitions out of the

examples. In the same way,. ‘the strict adherence to the regular

Aﬁéttern of the examples following the thematic definitions can be

interpreted as to the prqfessor’s_unconscious decision to provide
the noqnative spéakers a regular patterned experience, thch
Ausubel (1867) calls “subsumption theory” and Brown (1972)
defines as "cognitive pruning"”. According to both, meaningful
learning takes place most easily when new concepts are".directly
related to and subsumed by pr%yious and regular experience that
is somewhat "permanent” (i.e. more stable). No wonder, +the

professor ‘provided a more consistent argument structure to the

nonnative speakers. In this way, he helped make the learning more

\ a3

meaningful.
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Toplc Progression

A ccherent piece of discourse must have-properties that make

possible a dynamic process of meaning creation"” (Widdowson,
: .

1983): This secfion is an atﬁemﬁt to identify such propefties in
the data. L

The progression of a topic within an extensive plece of
discourse can _bé thought of in —Eg;ﬁg of a succession of
hiérarchically ordered sentential topics eacgﬁ of which

con@ributes to the discourse topic {(Figure 1).

¥
o ‘ _ -
Central Discourse Topic
Sentential Sentential Sentential
Topic 1 Topic 2 : Topic 3

Figure 1.

.Sentential Topics and Topic Progression

In- English, sentences in.discourse usually function in
approximately the following way. The subject of a sentence is
generally the element representing “what the sentence is about"
(cf.. Chafe 1976}, "announcing the subtopic ;ather than offering

new information about the chosen subject matter” (Turner 1973
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:315), while EBQ predicate "comments”, or offers new }ﬁformap;on.
Thus sqaﬁences in dfﬁbﬂurééﬁcan be thought of as contributing to
the development of the discourse topic by means of sequences that
first aevelOP one subtopic, addtﬁg new ihformation about it in
" the p:edicate. of each'sentence, “and then procee& to .develop
another. ."Topic progression” in short refers to +the way the
discourse topic is developed via the interrelationships among

sentence topics.

Topic progression can.bé defined .in another way also. Topic
has alréady been défined as a sequence of ;kte;ancés @hiph are
directly - or indirectly related to the central subject of the
discourse. Any sequerce of utterances,  in order to be meéningful,
has to be communicatively coherent. The way each ut%e;ance
contributes to an experience of communicative coherence in brief,
then;-is what is called "topic progression”.

Given and New Contfact and Topic Progression

I? has been suggested in the literature that theré:are two
general types of topic progression : ﬁargllel rogression and
sequential progress:’u:an;9 These are identifiable in terms of what
is called the given/new contract, a strategy - the addresser’'s

moment-to-moment assessment of the relationship between what he

wants to say and his addressee's informational requirements.
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Communication -is a cooperative process between an addresser
and an addressee. The addresser‘has a set of concepts he wants to
communicate. The addresser's goal is to formulate a segquence of
sentences that will allow the addresgee tp propérly reléte new
ideas iﬁ £he message to the relevant concepts already known to
.the addressee. Thus, las Clark (1973) has pointed ocut, sentences
can -be broken up into two parts. One part, thé given part, is'a
reference to ideés that the addresser believes are already in the
addressee’'s mind. The ‘other part, +the new part, is the new
information that the addressef is-trying to add to the listener’é
knowledée base. |

To _illustrate the distinciion between given and new

‘information, consider the following examples:
I saw the man

Given : There was a man .
New : I saw him ¢

Notice that the speaker/writer assumes _that the addressee already
+ knew that there was a man (perhaps they had just discussed him),

and he was informing_him that he saw him.

In contrast, consider the following examples:

It was 1 who saw Peter
Given @ Someone saw Peter
New : *1’ was the one

It was George whom I saw
Given : 1 saw someone
New : He was George
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The sentences -are all correcdt descriptions of the same event.
However, they Qiffer with regard to what information the

addresser is trying to communicate and what prior information the

~addresser assumes that the addressees know

y!

5C *

Given and‘new contract as reflected in topic progressign is
iﬁportant since researcl‘é1 has indicated that recall 1s {faster
and more accurate when an order that Halliday c¢alls “unmarked
sehuence” {1967:211) of information'distriﬁﬁtion is- used, that
is, when the given/new cgntracﬁ 1s not violated. In other words,
comprehensibility of a discourse is to some degree a function of
the way in which information is distributed in the sentences and
toplc progression is exactly a study of this factor. Jﬁ

. ) _
Parallel Progression

The type of progression in which the subtopic in a number of
successive sentences remains the ‘same 1s called “parallel

progression” (Fiéure 2).

66



lTopic 1 Comment 1‘

44Topic 1 Comment 2

1
¥

D

Topic 1 | Comment 3

F?

‘%dgurg 2

Parallel progression

Example fad

4

18. “In that situation, the rat presses the lever. If the light
is on, it gets food. If the light is off, it doesn’t get
food. Its behavior is reintroduced only in the presence of
light". ’ (LNNS)

A. sequence of sentences, a lexical sgbject in théh first
sentence and an anaphoric reference'sﬁbsﬁituting for the lexical
item in +the following sentences gives an appearanée like the
above. Thege sentences represent the.paraliel type of topic
progression since the lexical subjecf has the same referent.

9

Sequential Progression

In sequential progression, the predicate or the rhematic

part of one sentence provides the topic for the next as shown in

Figure 3. .
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Topic 1 Comment 1
Topic 2 = Comment 1 Topic 2 Comment 2 K
- \
Topic 3 = Comment 2 Topic 3 Comment 3
rd \
7 Figure 3.
(‘ Sequential Progression.

Example
19. "You’ll probably have a similar curve like that for
extinction. Extinction, in other words, 1is the ©process

whereby a conditioned behavior eventually disappears in the
absence of reinforcement”. . {LNS)

]
Here the term "extinction" which 1s first introduced in the

predicate of the first sentence serves as the topical subject in

oF

called -"sequential progression". <

Hypertheme Progression

There is yet another type of progression suggested by Danes
(1974 : 118-119), based on the given/new principle, called

"hypertheme progression”. In the hypertheme progression, the

68

the second sentence. This type of topic progression is what is
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topics of the sentences aré individually different but can sfill
be consideref given, since they are all derived from the same
overriding topic. Tﬁis, in turn, creates hierarchical or whole
and parts structure for a paragraph, with a patterning'effect as

diagrammed in Figure 4.

A
. ' Topic _)
1
Topiec 1 1Comment 1 Topic 2 |[Comment 2 Topic 3 |Comment 3
F 4
A
Figure 4 ‘ ‘
Hypertheme Progression
Example '
20. "So after about ten trials, that rat was very efficlent at

running that maze. Now the second group of rats was run
from the beginning - without any food and "

4
In the above sentences, the subjects, "that rat" and "the

second group of rats" are two different sentential +topies and
they have two different comments. however, the sentences in toto

contribute to the progression of the discourse topic (in +this
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case “cognitive_ theories of learn;nga). It is this +type of

progressioﬁ which is called "hypertheme progression™.

Three Patterns of Progression and Given New Contract

the that all these three patterns conform to the given/new
contract since in each case, while given information is fronted
in the topic, new infoimafion cccurs toward the end. of +the
sentence in the comment. N}."I‘hel progressions differ from each other
only with respect to the particular unit of given ‘information

which 1is selected for topicalization, resulting in different

linkage arrangements.

Subjec} NPs and Toplc Progression

Starting with these concepts, i.e

subject of a sentence is usually an element representing its

., that in English the

topic, and that the development of a discourse topic takes place
in terms of successive sentential topiecs relating to it, I shall
first examine how the concept of subject can be related to
discourse toplc as it is presented in these three patterns.
Examples used as evidence in discussions on the relationship

of subject and topic are usually of the type:

21. "My next psychology lecture will be next Wednesday”. (LNNS)

A ‘
In this sentence, the subject combines two properties which are

differentiated in the present analysis: it is structurally in the

position of +the subject in a thematically unmarked affirmative
¥



clause and it is a lexical subject as opposed to, a mere
structural dummy. It is also the psychological subje t of the

clause in the sense that it represents what the clause is apout.

\\\\\ In this thesis, I shall deal only with subjects which are

first in the structﬁrally unmarked positions (ie. subject NPs'in

£

the matrix seqtences). Further, I shall make the distinction

between structural dummies, such as there in an. existential

clause, and lexical subjécts for the purposes af an ‘halysis of
topic progression. If a lexical subject is synonymous or near
synonymous with the discoﬁrse topic, I shall call it the "topical
subject and if it is thematically related to the discourse
‘ topic,- as already defined, I -shall call it a "hypertheme“.
Topical subjects and hyperthemes ére similar in the sense 'that'
5oth are le#ical subjects which function as sentential +topics;
however, they are different from each other in the sense that
rhyperthemes are subtopics and are derived from the same
overriding +topic in the discourse under énalysis, wﬁile topical
subjects; as the term itself indicates, are the main topiles of
study. Furtherl ‘note thaﬁ hyperthemes can' be developed as
separate discourse topics on their own. And finally, | subjects
which are not at all related to the diScourse\Fopic are called
"nontopical subjects”. Nontopical subjects are either structural
dummies or noun phrases denoting either the speaker’s at%itude or
the organisation of the propositions. The'following examples‘wilf
illustrate +the distinction among the three types of ‘topical

"sentences:



22. "Shaping h>s been used successfully with really all kinds of

animals”. ( Shaping = Topical Subject) . ‘ (LNS)

23. "Well, Igllmag' questlioned that”. (Tollman = Hypertheme)
: (LNNS)

24. "But, here the important point is that brain stimulaticon can

be usad as a vreinforcement either - as a positive
reinforcement or as a negative reinforcement. {important
pecint = non-topical subject) o {LNS)

In example (22), it is evident that "shaping" is a ,topical
subject since the discourse topic is about shaping. In example
(23), Toliman is a name that has been thematically related to the
topic of the discourse; hence it is classified under the category
‘hypertheme’. Also note the fact that "Tollman" can be developed
as a separate discou:éé topic on_its own. 'In example (24),_ thé
subject of the main clause ‘the important point’ can in no way be
thematically felated to the topic of the discourse: hence it is
classisfied uﬁder non;topicalﬁsubject. . c

In spoken d;scourse, mattersfgggxgﬁen more complicated.
First, .the discourse may consist of complex sentences of many
types with different subjects 1in different parts of the
senteénces. For this reason, I shall deal oﬂly with thelsubj;cts
of the matrix sentences since subordinate sentences generally add

extra details and are responsible for foregrounding. Secondly,

there are matrix sentences which might contain linguistic
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‘ nformation and their antecedents. TPFarther,

i . . )

material which ;is used to organise the subject matter for the

- purposes of the particular bresentation, as in the follpwing

example
25. "We, are now ready, to consider the effects of amount of
. : "(LNNS)

- reinforcement”

3 . -—

I lprefer to qall Such matrix sentences "discourse adjuncts™

‘'since they help 'the addressee to organise the content of the

discou:se. and also help'him/her study the topical, non-topical
and the hyperthemes in a particular organizational - perspective.
In short, dilscourse adjuncts are expliéit cohesive devices whose

sole function is to create linkages between units of given

he use of discourse

. =

straightforward pand

] o

adjuncts can make a discourse relativ
comprehénéible,‘ even to a nonproficient addressee. However, when
dgscoursé édjunéts are used onlf minimally, addressees are called
upon to'provide théir own linkages by inferring the intefmediary
propositidns ifrom the Qngoing discourse threough - their own
knowledge .and experience. Clark "and Haviland - refér to this

strategy as "iﬁferential bridging%2(1877:7).

Ther; is much more in a spoken discourse. Howéver,~ I shail
limit my analysis to the framework I haQe thus far suggested,‘
fe., (a) analysing only the subject NPS in the matrix sentences
énd 'fbff distinguish}ng between +the four different +types of

discourse material, (i) topical subjéct,, (31) non-topical .
* . ‘i‘.

'sﬁbject, (iii) hypertheme and (iv)ﬁdiscodrse adjuncts.

. -
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Findings

‘What follows is a table of findings”withlrespect tb ‘the
N _ L P,
discourse adjuncts and different tvpes of sentential topics whiph

occur in the LNS and the LNNS.

Table 2 : Overall percentages of occurrence of discourse

adjuncts and different types of sentential
topics.in the LNS and the LNNS

Topicél Sentence Type LNS % LNNS %
Topical subjects 7 5.6 24 . 11.65
Hyperthemé g 22 17.6 44 21.36
Non—topical.subjects 58 46.4 . 50 24.28
Discourse Adjuncts 38 38.4 88 42.71
Total - . 125  100.00. 206  100.00 .
X2 = 18.76 (£ 3) p> .00 S .

Now we s%:ll atteﬁpt to see how the top{cal senteances
contribute ’to f@?ic progression in terms of topicél subjects,
Hyperthemeg and non-ﬁopic;l gubjects. After sub;racting the
discourse adjunct sentences, there are 87 éopicél éentences in

the LNS, ahd 118 topicaldseﬁténces in the LNNS. Their progression

is as follows

'4.
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Table 3a : Percentage of oécurrence of . topical subjects,
hyperthemes and non-topical subjects in the
topical sentences of the LNS .. -

Discourse Topical Toplcal Hyper Nontoplcal
Topics - sentences subjects % themes % subjects %
Driwe 21 2 9.5 6 .28.6 13 _ 62.0
Shaping 32 2 6.3 7 219 23 71.9
Extinction 11 1 9.1 2 18.2 8 72.7
Response 23 2\1 8.7 7 30.4 14 60.9
Total 87 7 8.0 22 253 58 66.7

" Table 3b : Percentage of occurrence of toplcal subjects,
. ‘ hyperthemes and non-topical subjects occur in the
topical sentences of the LNNS

——— e e e e M me w rw wes N M v ) e e e M S T Aer - S W e e e

Discourse Topicgl Topical Hyper Nontopical
Topics sentences subjects % themes % subjects %
Drive 26 7 \ 27.0 8 30.8 11 42.3
Shaping 27 4 14.8 11 40.T 12 44 .4
Extinction 29 . 7 24.1 10 34.5 12 41 .4
Response 36 6 16.7. 15 41.7 15 "41.7
Total 118 24 20.3 44" 37.3 50 42.4
X2 (for Tables 3a and 3b together) = 13.201 (df 5) p < .05
\
.
- , ' “:.
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» Summary of the Findings

{a) The professor used a significantly greater proportion of

discourse adjuncts, tdpical supjects, and hyperthemes in the

LNNS.

{b) OCn the contrar}, "in the LNS, he used a significantly

greater proportion of non-topical -subjects including dummy

c::7!“;\"/’,'5ubjects.

Parﬁllel and Sequential Progression -

Having established a kind of toﬁical skeleton of the text in
terms of discourse adjunct and topical sentences, +topical and
nontopical subjécts and hyperthemes, I will now examine the way
these subjects and adjuncts form different types of sequences:. 1
shall apply.tbe notion of paraliel progression where the topical
subjects of successive sentences have the same referent and thaﬁ

of sequential progression where the rpredicate part of one

sentence. gives rise +to the topical subject/hypertheme in the

following.

-

In order to identify these sequenceg, all the subjects of
the " matrix ciauses of the topical sentences were arranged in the
order of their appearance in the sentences of the text and thén
an attempt was made to stuay the number of occurrences of each

type. : | \
9



Findings
In the LNNS, there were twelfe occurrences of a subject

éithér followed by the same’gubject'or an ahaphor. In other

words, there were twelve cases of parallel progression in the

LNNS. There was no such case in the LNGS.

Interpretation

™~ The _greatéf use of Fopical subjects and hyperthemes with a
greater number of occurrences of parallel pfogression in the LNNS
is an indication that the LNNS is more characterize& by parallel
progression tyﬁe than 1is +the LNS. No naturaliétic spoken

discourse is completely‘éither parallel or sequential.

The greater use of nontopical subjects in the LNS reflects
the fact that the tople of the succeeding sentences is Pften in
the rhematic part of these sentences. The total_ absence of
parallel progression confirms this fact. Hence, it can safely be
said "that the ,LNS was more characterized by sequéhtial
progression than paralléi progression. Note that the nontopical
subjects accounted for 66.7% of the topical sentences in the LNS
while the topical subjects and hyperthemes together accounted for
only 33.3%. On the other hand, in the LNNS, nontopical subjects
accounted for only 42.4% and the topical subjects and hyperthemes
accounted for 57.8%. Note that between the topical subjects and’
the hyperthemes, it 1is the hyperthemes which are greatly used

both in the LNS and thf LNNS. Hence, I would prefer to call the

-y
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topical‘ pProgression in the LNS "hypertheme sequential

prégression“ and in the LNNS "hypertheme parallel progression®.

In a aiscourse format, discourse adjunct sentences express a
relation between p;oposi?ions. The greater use of diécourse
adjunct sentencés.is an indication of the explicit organisational
information +the -speaker gives to 1ndicate his communicative
intent and gulde the listeners with regard to the semantic
relationship between sentences. A comparatively higher
percentage of discourse adjuncf sénfences in the LNNS ;s then an
indication that a comparatively greater amount of explicit
information'has been given to the nonnative speakers with regard

. )
to the organization of the sentences and consequently to the

semantic content in them. It requires,. in the terminology of‘

Welssberg (1984:481),  -only "minimal bridging". Also the
comparatively lesser use of discourse adjuncts 1in the LNS
reflects the greater implicitnesssgreflected in the discourse as
to how much "extensive bridéing“'(Weissberg 1984 : 491) 1is
required* of the listener. Needless to say, extensiQe Bridging
requires more effort on the part of the Alisteners. "And a

nonnative speaker maf find it more difficult to do.

It is evident +that the séntencé structure  becomes

comparatively more complex with the relatively more frequent use

i

~of nontopical subjects in the LNS and that this may necessitate a

- *

separate identification process by the listener unlike the



syntéctiéally prominent position bf the topical. subjects and the

hyperthemes which are used in greater proportion in.the LNNS.

Conclusion

- The findiﬂgg\clearly indicate that there are mo?ifiqations
“at the handling of +the +topic level in the LNNS. If +the"
modifications iﬂdeed 1ead to increased comprehensibilitg4 the
pfesent findings suggesf%that not ail problems in comprehension
are relatab}e to unfamiliar vocabulary or syntactic forms.
Studen‘i:‘s may also need help.i_.n f‘ollc;wing the line of argument‘ and
in relating different types of discourse to each other. Students
who have problems a£ the discourse level rather than at the word
or sentence‘level mighf benefit from certain modifications in the
topic prdgressidn which help them perceive how .the topic is
‘developed in discourse and £o learn fo take advantage of
predicability relating .to topic development. Similarly,
differentiation between the variousitypes of discburse material,
. ,and familiarity with their functions might help.a foreign/second
language learner to relate m;re explicitly the topical and non-
topical discourse material, and in this way to use the snon-
topical material as the kind of supporting framework that it is

meant to be, not as one more linguistic obstacle.

*
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Topic Density

. Modification of a discourﬁe is a process which_ affects =a
number of interrelatéd te*tual feétufes. One of  the orucials
textual features that seems.to be.verf much affected is what I
prefer to call "topic denéity“. Topic‘density can be defihed as

the semantic depth which the interlocutor experiences in  his

interaction with a particular discourse theme,

Topic density is rarely discussed in linguistics and thera
exists no (accepted) model for its analysis. In developing a
framework for an analysis of topic density, I have used the

concept of propositional complexity.

The study of propositional complexity, though rare, is not
new. In the early 60's, Katz and Fodor (1963) accounted for the
semantic complexity of sentences in terms of meanings of lexical
items plus projection rules based on syntactic structures. In the
early 80’s, it was Long (1983 who revived the concept of

~propositional complexity in terms of T-units and S-nodes.
. /’ ’ | ’ . y

By cqmplementing Katz and Fodor’s notion’ of semantic

complexity with Long’s approach, it is possible to arrive at

rough interpretation as to the semantic depth of a 1=']_:af.lrticulzstr

discourse theme.
BN

Idktsis analysis, foliowing Van Dijk and Kintsch,(1983), I

consider each proposition as an "intentional unit”
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cbrresponding to the meaning of a sentence. This-meaning has a
composite nature: it is a construction of the meanings of the .
component expressioné, the words or phrases of the sentence, and
is- also the output ;} thé semantic interpretation rules. This
inperpretation accords ﬁell with -the well-known Fregean principle
of functionaiitylt theJinterpretation.of a composite expression

is a function of the interpretation of its compbnent expressions”

(Frege, 1962 cited_in Van Dijk and Kintsch 1983 :11).

The ﬁag;oprgpositi@n, however, works at.another level. It not
only contains propositions as Euch, but also contains mac;orules
which decide the argpmeﬂt sfructﬁre and the cognitive mode, which
we have seen as Ténalytical" in the .case of LNS énd "relational"”
"in' the ‘case of LNNS. Keeping these views in’ mind, I shall
discuss tbpic denéity_in terms of thé following factors:

(a): Discourse T-inits

(b): 5-nodes  and

(c): Content words.

In my view, an analy&is of/d;iﬁpurse T-units and S-nodes
defined and measures in terms of ' clauses reflects surface level
compléxity and an analysis of content words, in par£icular, noun -
phrases aqd verbs reflects semanticicomplexity. Together, they

roughly indicate how dense the discourse themes are.

.r‘



Discourse T-Units

For Hunt (1965), a T-unit (miqimal tefﬁinal unit) is a
single in@cpendent clause with all its modifying subordinate ,
clauses. For the purposes of this research, based on his ﬁodel, I
prefer to propose what shall be called "Discourse: T-unit". A
discourse T-unit can be defined as an independent clause plus all
independent and subordinate clauses and nonclausal structures
attached to or embedded in it. In brief, a discourse T-unit is a
single independent clause together with all its (semantically)
modifying subordinate and co-ordinate clauses. Since my rationale
for differing from Hunt’s model (1965) is discussed‘at length in

the section on "syntax" (pp.162-167), I shall nq£ repeat it here.

According to the discourse T-unit (hereafter DT-unit)
_criterion, as the learner matures, his/her ability t0 comprehend
larger and more complex DT-units (especially if embedding and co-

ordination are used) increases. Likewise, a significant

difference, if any, between the DT-units found in the LNS and the
LNNS will be an indication that the professor has made$ certaln
modifications in the topic density of hi iﬁput dagp to the

nonnative speakers.

‘In the present analysis, DT-units are measured in +terms

of S-nodes, clauses and words.

’
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S-nodes

-

An S-nede .is a _syntactié node with a tensed verb._ If

discourse toplec 1is considered as a complex ‘macroproposition

entailed by the set of propositions expressed by a sequence of
DT-units, then the average number of S-nodes-per uTﬂunit will be
a rough indication of the propositional richness of the DT-unité.
For exampie; a DT-unit with three S-nodes must be richer iﬁ/

propositions than a DT-unit with only one S-node.

TN

Y T T I TIPR

/ A study of S-nodes is important for another reason also. It

}is claimed’ in theoretical lingulstics that action continuity

at

receives 1its expression strongly and universally via the tense

system-éttached to the verbals (Lyons 1969).

Content Words

The propositional structure of an utterance essentiall&

depends upon the content words which compose it. Content words

can be studied in two ways: either in semantic terms of in
syntactic ferms éf word class distribution. In this thesis, for
lack of an accepted model, I shall study the content words only
in "~ terms of their class distribution insofar as the
interpretation of the findings can be related to a study of DT-

units and S-nodes, and through them to a study of propositional

density.
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Further, since +the syntactic arguments of any proposition
can be represented in terms of noun phrases and verb phrases,' I

shall limit my quantitative study to these two word classes.

Findings

=

The findings are given in the following tablesf

B4 .
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Table 4a : Words, Clauses and_DT—uﬁits in LNS

Discourse

themes DT-units
Drive ' 27
VShaping _ 50
Extinction 14
Response 38
Total 129
mm e

DT-units DT-units Clauses

Clauses Words # clauses  # words # words

91 564 3.37 20.88 ° 6.20

228 1469 . 4.56 29.38 6.44

54 326 3.86 23.28 6.03
164 1104 4.32 29.05 6.73
537 3463 4.18 26.84 6.45

Table 4b : Words, clauses and DT-units in LNNS

Discourse . - . DT-units DT-units Clauses
Theme - DT-units Clauses Words # clauses # words # words
Drive T 32 85 444 2.65 13.87 5.22
Shaping - 58 186 1018 3.15 17.22 5.486
Extinction,. 44 93 579 2.11 13.15 6.22
Response 72 239 1394 3.32 19.36 5.83
Total 207 603 3433 ° 2.91 15.58 5.69
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5-Nodes

Table 5a Lengyh of S-nodes in LNS ‘
_______________________________________ < R S
Dlscourse "Total # Total # ' Length of a
Themes S-nodes of words S-node in words

- Drive ' 74 - 564 7.62

Shaplng Lo 154 1}89 . 9.53 -
Extinctiom' \ 33 326 9.88 s
Response 136 1104 . BI12

Total 397 3463 8.72

| Table 5b : Length of S-nodes in LNNS

Discourse © Total # . Total # Length*of a
Themes S-Nodes - of Words . ¥ 8-Node in Words
Drive , 66 T 444 6.72

Shaping 137 - 1016 . < T.41
Extinction , 83 579 6.98
Response 201 o134 v 6.93

Total 487 3433 T.04

it
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DT-Units_and S-Nodes

L ] \(
Table 6a : Length of DT-units in S-nodes in LNS
Discourse . DT-units S-nodes Length of a
Themes oo ‘ DT-Unit in S-nodes
Drive 27 : 74 | " 2.74
Shaping . 50 154 - ) 3.08
Extinction : 14 33 2.35
Response o © 38 . 136 3.87 .
Total 129 L 397 3.o7 -
Table 6b : Length of DT-units in S-nodes in LNNS
Dlscourse . DT~ Unlts_ S~-Nodes Length of a
Themes ) DT-Unit in S-nodes
Drive 32 ' 66 2.06
Shaping: 58 ’ 137 2.32
. ; ——
Extinection 44 83 1.88
Response . T2 201 . 2.79
Total 207 487 _ 2.35
3
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Main Clauses and Subordinate Clauses i -\\\_.

) . \ — T N A v
Table 7a : Main clauses Qnd Subordinate Clauses in LNS
Discourse  Total # Main % Subordinate %
Themes Clauses Clauses k‘01auses
Drive | 91 27 29.67 64 70.33
Shaping 228 ' 50 21:93 178 78.07
Extinction 54 14 26.83 . 40 74.07
Response 164 38 23.17 126 76.83
Total 537 128 24.02 408 75.98
Table Tb Main Clauses and Subordinate Clauses in LNNS
Discourse . Total # Main % Subordinate %
Themes Clauses Clauses Clauses
Drive . 85 32 37.65 53 82.35
Shaping 186 59 ) 31.72 127 68L28
Extinction g3 44 47 .31 49 52.69
Response 239 72 30.13 1867 69.87
Total 603 207 _ 34 .33 396 ‘65 67
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Tensed and Non-tenbed Clauses
“Table 8a : Tensed "and Non-tensed Clauses in LNS
Discourse Total Tensed % Non-tensed %
Themes Clauses Clauses ’ Clauses_ .
Drive : 91 74 81.31 17 "18.69
Shaping ' 228 154 67.54 74 32.46
Extinction 54 : 33 61.11 21 38.89
Response. 164 136 B2.92 28 17.08
____________ - .. A PP
Total 537 397 73.93 140 26.07
Table 8b : Tensed &nd Non-tensed Clauses in LNNS
Discourse - Total Tensed - % Non*tensed %
Themes Clauses Clauses Clauses °
Drive | 85 66 77.65 19 22.35
,Shaping 186 137 73.66 -~ 48 26.34
L .
Extinction 93 ‘ 83 B9.24 10 10.76
Response . 239 - 201 84.10 38 15.90
Total 603 487 BO.76 116 19.24
‘] t) s
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Table 9 JE of Different Noun Phrases and Verbs as Used in Each
1apourse Theme .

. Discourse Word Drive  Shaping Extnctn. Genrlzn. Total.
Type Class _ S5.Recov. Discrmn. ' B
s N.Phr. a9 112 sz 78 212

% Verbs a1 67 33 55 196
INNS T N.Phr. 51 58 6 98 233
. Verbs 32 ‘54 35 65 186

' Findings and Interpretation
DT-units and S-nodes are significantly lesser‘in proportion
in _the LNS. This may give the initial iﬁpression that 1its

communicative content is less rich. It is not true as can be

saen from the following discussion. -

Observe +the findings that in the LNS, there occurs

(a) a lesser numbe; of main clauses and a greater number" of
subordinate clauses (Tables 7a and 7b)
(b) a greater number of clauses per DT-unit (an average of

4.16 clauses per DT-unit in the LNS and an averaée' of

2.91 eclauses per DT-unit in the LNNS) A#(Tables 4a and 4b)

1

-~ (e) longer clause length (an average of 6.45 words per
clause in the LNS and an average of 5.689 words per

clause in the LNNS) (Tables 4a and 4b)
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(d) a ‘gggzter. number of different noun phrases and verbs in
- L - - . . N ”
s ' toto (Table 9) ),

!

(e} a greater proportion of non-tensed clauses (26.07% in the

LNS and 19.24% in the LNNS) (Tabieé_ﬁa and 8b) and

(f) a greater tqfal ngmber of words ( Tables 4a and 4b)

Nooe
AN

One of the uses of subordinate clauses is to express the
oppositiop.between foregrounded and bac%gzgpnded information. Tﬁe .
graater use of subordinate cyauses in the LNS, then, reveals that
much ' of the information in this discourse has been foregrounded,
Eackgrounded and semantiéé&ly extended. Also, the occurrence of a

greater number of clauses and S-nodes per DT-unit in +the LNS

confirms the presence of comparativeiy complex intentional units

in it. ' . 1

On the other hand, in the LNNS, there cccurs a lesser number
of subordinaﬁe clauses, shorter clause length and shorter DT~
units (measurea in terms of clauses énd S-nodgs). Alsb 42.7% of
its main clauses have been used .as discourse adjuncts (Tables 2).
This demonstrates that the communicative content in the.LNSS‘ is—
propositionally less dense in spite of the fact that it has a

greatér number of DT-units and S5-nodes. ’ r\\ :
: f

The finding +that the professor used a lesser number of

different noun phrases and verbs in the LNNS confirms the above

)
s
)
< Pane
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fiﬁding that' the communicative content'ih the LNNS (in tpto) is
propositionally less dense and less complex.

Action. continuity receives its linguistitc éxpression in a
language * via the tense systeﬁ attached to the verbals. The
lesser occurrence of non-tensed clauses in the LNNS can then be.
interpreted as indicéﬁing that the presentation of the discourse

theme 1s comparatively straightforward.

The finding that the professor has used a greafer number of
noun phrasps and verbs for certain topics and é lesser number of
noun phrases and verbs for other topiés in the LNNS suggests that
the professor preferred to use a comparatively more detailéd

approach for certain topics with the nonnative speakers and a

less detailed approach for others.

'

It should however be emphasized here that lesser
propositiéﬁal complexity and lesser propositional degsity dp not
necessarlly mean that thé communicative content in the LNNS
cdntains less information. It may or may not be so. It just means
that the presentation is less complex and more strafghtforward
and that the ) "intentional unitsJ are ~ presented with

comparativély less background information.

5 ?
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SPEECH ACTS : FﬁNCTIONAL APPROACH

'SPEECH ACTS
Celce-Murcia (1880) says that discourse analysis ‘“begins
\yith a (linguistic) form or forms ané-éeeks_ to describé the

meaning function and restr{ctions on the forms as used in the

context™. -

An apcepted way of lcooking at the meaning fundtion in

discourse is.- through an an;lysié of what are called "speech-

—avents”. A s%:ech event is "a communicative happening

-'a piece of 1linguistic interaction consist%ng. of one or
more utterances” (Allen and Corder 1974). And "it may ‘be such
that one speaker more or less monopolizes the speaking role, as

in sermons and politicians’ speeches" (ibid).

M

' -

In the ?reant data, each lecture - which is a kind of

simulated interaction between the professor and the students -
’ i

is +"a speech event"”. The professor takes nonverbal and verbal

cues from the students and adapts various strategies, both verbal

and nonverbal, in interacting with them.

Speech events are made up of speech acts: “"Speech acts are
the minimal +terms of the set : speech evert” (Schmidt and
Richards, 1980 : 130). A speech act can be loosely defined "as the

social action that is performed by a speaker when producfng an
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utterance in,///gome "specific context" (Van Dijk and
Kintsch 1983 :84). 1In “other worfls, ‘'speech acts spec;fy the
conditions whereby a certain linguistic form counts as a certaln

type of utterance.:G The utterance may range from one word or a

semisentence to a well-formed complex sentence. e
Procedures

For my analysis of speech acts , I have adopted Searle’s
{1965) conceptualisation. For Searle, " the- basis for
classification is the "illeocéutionary point"” , or purposec?f the

act, from the speaker's perspective. According to him, spéech
écﬁs. can be.grouped into a small ngmber of basic types Pased .bn
the speaker’s intentions. He identifies five : directive,
declaration, representative, expressive and commissive.
Directives requiré the addressees to do or not to do something;
diikﬁggtions are écts expressed in statement forms to bring about
a new state when they are uttered; representatives  are the
addresser’s declaration of a belief in the truth or falsity of
something; expressives express the addresser’s feélings ébout
something; commissives are commitments by the addresser to gct
in a cértain way at some future time. ‘L

Though the system seems to be very simple and
straightforward, in ' reality, there exists no one—-to-one
relationship between an utterance and adgfeech act, for we seldom
organize our thoughts into-single sentence utterances. In other

words, since an utterance may range from a single word to a

94



it

complex ‘éentence with multiple embeddings, it is po;siblé that

- an utterance may contain more than one one type of speech act in

55 <
N
‘In this analysis, I have identified two types of speech acts

in the utterances in order to bring out the illocutionary

‘complexity reflected in .them: "simplex speech acts" and "complex

speech asets”. By definition,' a simplex speech-act is a verbal
ﬁtterance which executes‘?nly one basic type of speech act,'whilé
a complex speech act is a verbal utterance which executes ﬁore
than 6ne basic typerof speech act. What this actually means 1s
thé% even if thére happens to ge more than one ;peech act in an
utterance, if they all happen to be of the same type, le. éay,
all = of them are declarations, then the jutterance' wili 'be
labelled as per this definition, as.a "simplex speech act". A
complex speech aét, tHen, 1is an utterance which contains more
than one-bégic type of speech act.

This way of categorising the utterances into rsimplex
speech acts and complex speech gcts is essentidlly based on the

criteria of (a) how many different typeé of speech acts are in an

~utterance and (b) whether a speech act enjoys continuity 1in a

multiclause utterance. The criteria are particularly .important
for the following’ feasons : Firgt, mu}ti-clause/sentqntial
utterances consisting of multiple speedh acts of different types
must be cognitively more demaﬁding to process because 7“of the

multiple propositions and varied textual and contextual
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information ~ they contain. Second, 1if a speech act enjoys

-~

continuity of functions in a multi-clause utterance, then, it is

posited: here that such an utterance (of the 1ype X+X-X: hence

"X") may not demand an extra processing effort on the part of the

listener. On thé other hand, an utterance which, contains ﬁultiple

and varied speech acts (type X-Y-Z) may demand an extra effort on
3 ,

" the part of the listener to recognise their multiple functions

because of the discontinuity - -factor. " -

P

The psycholinguistic arguments for characterising  multiple
speech acts of the same type in an utterance as a simplex speech

-

act are as follows : (a) Meaningful understanding of speech acts

involves several kindé of textual as ‘well as contextual
information (called . "interactional Strategies".‘Yan Dijk and
Kinﬁsch 1983 ':- 83)56 (b) It does neot, however, mean that a
flangﬁage user will-always and for each Qlause first apply. all
interactional, pragmatic, etc., strategies to establis% which
speech act i1s now being performed in every clause. In an ongoing
utterance, unless COnflicting information is.encountered from the

available “textual or contextual information, the listener will:

tend to hypothesize that the current speech act will continue.'

This sort of categorisation serves two purposes. TFirst, it
brings out the the illocutionary complexity of utterances in
everyday language use. Second and more importantly, it

distinguishes less complex utterances from more complex

utterances in terms of the processing of speech acts.

——



The followilig examples clarify this distinction:_

26. "My next psychology lecture will be next Wednesday". (LNNS)

Example (26) 1is a simplex speech act since it contalns

only one speech act, that of "declaration".

L]
.

27. "At a more theoretical level, the interest in biofeedback
is +that it really has shown us that we have a lot more
control over functions of our body than was originally

thought". —_— . (LNS)

Example (27) is made up of four sentential clauses. However,

all +the four sentences in the-utterance execute only one basic

kind of speech act, that of "declaration". The whole utterance,
hence, has'been defined as a simplex speech¥act.

—_—

28. "T won't go into that becausédyour book, on page 207 covers
that". . > (LNS)

Example (28), on the other hand, is a complex speech act
since the first sentence of the utterance is a "commissive" while
the following co-ordinate sentence is a “declaration”; therefore

-

labelled "commissive-declaration”. \

29. "Instead, I will go on to the next term and the next term
is quite a..... refers to quite an interesting an idea and
- uh - that is ... ah ... brain stimulation as
reinforcement”. - - {LNS)

In example (29), there are three sentential clauses. The

first clause is a "commissive” while the rest of the utterance



-

(the following two clauses) 1s a “declaration”. Like (28), it is
a complex speech act labelled “commissive-declaration”

»

30.  “Now, ah - the- uh - question of generalization and -uh

- discrimination _is again.a very similar idea which I will

illustrate for you probably most - uh - clearly in - uh -
the ~ uh -’ typical Skinner box but which applies to really

all kinds of situations" ' "(LNS)
C v
Example (30) has two types of 5peech_ acts, ‘“declaration®
and “commissive". However, the speech act "declaration" which

L

begins the‘utterancé'dﬁes not enjoy continuity. It is interrupted
in the second clausé¢ and is realized again in the third cla&se of
the sentelice aftér a discontiﬂuity. This complex  utterance,
therefore, ' is given all the three labels in order -

“declaration-commissive~declaration”

The procedures further include a quantitative study of

both 1initial speech acté and of all speech acts in the
utteranpes. '"The total number of initial speech acts is obfainéd
by adding the %otal number of simplex acts and the total number
of 'speech acts at éﬁe initial position in the complex speech
acts. The +total number of speech acts ber se is obtained by
adding +the +total number of slmplex speech acts and the +total
number of speech acts in the complex speech acts..

A quantitative study of the initial speech acts and the
total speech acts per se, it is hoped, may give an idea of what

- Y
is called a "global. speech act”. The notion of global speech act

~



f

has been defined by Vaﬁ Dijk and Kintsch (1983 : -87)37_as the
pfedominant speech'"act which"dgtermines the schemata 6f. a
particular discourse (the notion of schemata has a very Jgeneral
meaning in this context);‘Fpr example,'in an election manifesto,
‘the dominant speecb ac; will be that of “commissive”; in an
examination q;estion ﬁaper, it will be that of "directive"; iq a
classroom lecture teaching an arts subject it will be that Bf

"declaratiagl, and so on.

Findings |

™~
Table 10 : Simplex and Complex Speech Acts : Data Set I
Discourse Total # Simplex % = Complex ' %
Type Speech Acts Speech Acts Speech Acts
LNS 413 363 87.9 50 12.1
LNNS 279 260 94.9 19 5.1

X2 = 5.202 (df 1) p > .025

Table 11 : Simplex and Complex Speech Acts : Data Set II

_Discoursé Total # Simplex — % Complex %
Type Speech Acts Speech Acts Speech Acts

LNS 143 122 85.31 21 14.61
LNNS 220 206 93.863 14 6.37

X2 = 6.719 (d4df 1) p > .01

"‘.”""'
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“\\\ ~ _Table 12 : Simplex Speech Acts : Types (Data Set I) \§

t&l no. of simplex speech acts in the LNS

LNS % LNNS %

: 1. Declarations 241! 86.39 193 74.23
2. Directives - 76 20.94 | 52 20.00
3. Expressives 21 5.78 06 2.31
4. Representatives 09 2.48 OTL 2.869
5. Commissives 16 . 4.41 02 0.77
rotal 363 100000 260 100.00
X2 = 12.76 (daf 4) p > .025 T .
Table 13 : Simplex Speech Acts : Types (Data.Set 1)
Total no. of simplex speech acts'iﬁ the LNS = 122
Total no. of simplex speech acts in the LNNS = 206
______________________ NS % LWS o -%
1. Declarations 60 1918 154 74.76
2. Directives 35 . 28.68 39 ‘ 18.93
3. Expressives 14 11.48 6 2.91
4, Repres;ntatives 9 7.38 6 2.917
5. Commissives 4 \ 3.28 S 0.49
Total ;5;‘2*‘“155755 ______ 206 100.00
X2 = 27.30 (£ 4) p > 091 .

—
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Table 14

Total no. of complex speech acts in the LNS 7

Total no. of complex speech acts in the LNNS-

Complex Speech- Acts

10.

11.
12.

13.

14.
15.

Declaration - Directive
Declaration - Commissive
Declaration - Representative
D;clayation ~ Expressive

Decln - Directive - Decln

Decln z Commissive - Decln.

Directive - Expressive
Directive - Commissive
Directive - Declaration

Dirtve-Decln-Dirtve-Decln

Expressive - Declaration
Expressive - Directive

Exprsve - Dirtve - Decln

Representative - Declaration

Representative - Directive

Commissive - Declaration -

Commissive - Directive

Types (Data Set I)

e

.42
.26

cm -

.26

.28
.26

Total no. of complex speech acts

101

= 50
= 19

LNNS

20.00 13
4.00 1
1

10.00 0
2.00 0
2.00 0
1

1

14.00 0
2.00 0
28.00 0
2.00 0
2.00 0
4.00 0
2.00 0
6.00 1
2.00 1
18
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Table 15 @ Complex Speech Acts : Types (Data Set II)

Total no. of complex'speech acts in the LNS = 20
Total no. of complex speech acts in the LNNS = 15
""""""" Combinations  LNS % LNNS %
‘ ’
1. Declaration - Directiwe- 4  20.00 9 60.00
2. Declaration - Commissive 1 5.00 ',‘ 1 6.67
3. Declaration - Representa£ive o 1 6.67
4. Declaration - Expressive 2 10.00 0
5. Decln - Directive - Decln 1 5.00 0
6. Decln -_Compissive - Decln. 1 5.00 0
! .
. 7. Directive - Commissive 0 1 6.67
8. Directive - Declaration - _ 4 20.00 0
9. Expressive - Declaration 4 20.00 1 6.67
10. Exprsve - Dirtve - Decln é 1 “>5.00. 0
11. Representative - Directive 1 5.00 8]
12. Commissive - Declaration 1 5.00 1 6.67
13. Commissive - Directive 0 1 6.687
Total no. of complex speech acts 20 5
AN
SN
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Table 18 : Initial Speech Acts : (Data Set I)

~ Total no. of initial speech acts in the LNS = 413

Total no. of initial speech acts in the LNNS 279
B S NS x LNNS %
Speech Acts beginning with . R
Declarations - 260  62.95 208 74.55
Directives 84 20, 34 54 19.°35
Expressives 37 8.96 6 2.15
Representatives S, 12 2.91 . 2.51
Comnissives 20 4.84 4 .. 1.44
T Ttotar as s
Xz = 21.49  (df 4) > .001 -
Table 17, : Initial Speech Acts : (Data Set II)
Total no. of initial speech acts in the LNS = 143
Total no. of initial speech acts in the LNNS = 220
T LNs % s %
Speech Acts beginning with
-beclarations 69 - 48.25 165 75.00
Directives 40 27.97 43 19. 55
Expressives 20 13.9¢8 4 1.82
Representatives 10 6.99 5 2.27
' Commissives 4 2.80 3 1.36
___________ Total 143 220
X2.- 44.45  (af &) > 001 . T
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Table 18-1 Total No. of Speech Acts : Data Set. 1

Speech Acts ' LNS % . LNNS %
"""""""""" Declarations 284  61.47 206  69.83
Directives 100 21.64 68 23,05
Expressives _ 43 9.31 ' 7 2.37
' Rep;esentatives 12 . 2.60 8 2.71
Comﬁissiyes a 23 4.98 6 2.04
"""""""""" Total 42 285 .

v = v e v —— -

X2= 19.289 (d4df 4) p > .001

\ .
Table 18 : Total No.of Speech Acts : Data Se£ 1T, | -

I Spesch Acts NS “ LNNS %
"""""""""""" Declarations 82  48.28 166  70.34

Directives 47T 27.65 51 21.61

Expressives 21 12.35 7 2.97

. Representatives 13 ' 7.85 . 7 2.97

' Commissives 7T 4.11 5 2.11
____________ Total 170 ~ 238

X2 = 28.446 .(df 4) p > .001

Major Findings and Intgrpretation

It is interé&&%gﬁ to note the proportion in which the’
simplex and +the complex speech acts are used in both the

discourses. While +the use of complex speech acts comes to 12.1%

in the LNS, it comes to only 5.1% in the LNNS with regafd to Data
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set I (Table 10). With regard to Data set II, it amounts to
14.61% in the LNS and 6.37% in the LNNS (Table 11).

-

—\\X}so note +that the professor has not used triplé-function

complex speech acts at all in the LNNS. These complex speecﬁ acts

occur only in the LNS (Tables 14 and 15).

The results reveal an interesting fact. In the LNS, although
the profegsor has dsed a lesser number of speech acts ({70) to
communicate rdughly the séme communicative content, he has used
as many as ten different types of complex speech acts apaft from
the use of basic types of speech acts (Tables 19 and 15). . In the
LNNS, on the other hand, though there is a greater number of
speech acts (236), only seven different types of complex speech

acts are realised (Tables 19 and 15).

The findings further indicate that the professor has used
mostly Q¢clafations and directives in both the lectures. With

rggard to Data set I, +the total percentage of these speech acts

‘comes to 83.11% in the LNS, and 92.88% in the LNNS (Table 18);

With regard teo Data set II, it amounts to 75.93% in the LNS and
91.95% in the LNNS (Table'lé). Note the fact that declarations
and directives are completely objective in nature. On the other
hand, expressives, commissives and representativés, the speaker -
orien}ed messages occur in a comparatively lower peréentage in
both lectures. The total percentage of these three kinds of

speech acts comes to 16.89% in the LNS and 7.12% in the LNNS with
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regard to Data set I (Table 18) and 24.11% in the LNS and 8.05%
in the LNNS with xegard.tp Data set II.

The - global (predominant) speech act . proves to be
"declaration” both in the LNS and the LNNS as the Tables 16, 17,
18 and 19 indicate. This is very much to be “expegted tﬁh}an
expository schemata. However, in the initial épeech act sequences
which indicate the global épeech act, declaration proves to be
much more strongly représented in the LNNS than in thé LNS.
Tables 16 and 17 indicate that as an initial speech act, the

proportion 'in which “declarations” occur in the LNS is far 1less

"than the_proportion in whiéh they occur in the LNNS. These tables

further indicate that there is an uneven distribgﬁion of the
speech acts in +the LNS. This is indicated by +the different
figures obtained for data sets E/gnd II. Since Tables 17 and 19
are in a way a duplication of the findings at a restricted level
for tables 168 and 18, fhe difference between these tables (16
and 17) and (18 and 19) must be interpretéd as to indicating that
the distribution of +the items under analysis 1is in une&en
proportion 1in the text. The figures on the other hand remain
almost the same with regard to LNNS.
-

Concluzion 5

The findings, in short, reveal that although the professor
has not coqpletely disregarded any of the five (basic) speech
acts 1in the LNNS discourse, in contrast to the LNS, "he has

scarcely used those which are subjective in nature. The findings

106



can be’ interpreted as indicating that the speaker tends to Dbe
comparativeiy more objective in the LNNS.

The lesser occurrence of complex speech acts ig the _LNNS,
particularly. the +total absence of three-function speeéh acts,
may be an indic;;ion that the professor has adjusted the
cognitive processing load for these learners. The lesser number
of complex speech acts in an indirect'way reflects a lesser

syntactic complexity present in the utterances and a greater

transparency of the argument.

The uneven distribution of speech‘acts in the LNS 'suggests
that certain . speech acts occur in a greater number either for
certain topics or at certain rarts of the lecture for the native
‘speakers. This findiﬂg is later confirmed by the findings in the

section on "Pragmatic oconnectors™.

Summary

In the LNNS, the professor unqonsciously{makes the following

noteworthy modifications

o

{a) A relatively greater use of declarations and directives
L]

a——

(b) A relatively low ffequency of complex speech acts

(c) Absence of utterances wherein the épeaker realizes triple
sﬁeech acts

{(d) Preference for the use of a greater numBer of speech acts

to realize the same semantic content.
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COHESION

Introdusction
The notion "cohesion" was popularized by Halliday -and Hasan

(1876) who define cohesion as "One specific kind rof meaning
the

relation that 1is critical for the creation of texture (ie
property of beihg a text): +that in which one elemen£ is
interpreted by reférence to another” (p.11). Their claim is that
there 1is cohesion wherever the interpretation of any item in the
discourse requires making'feference to some other item in the‘
Idiscoﬁrse. Accordingly, the one presupposes the other and cannot
be wvirtually identified without recourse:to the other (usually
preceding) item in the discourse. When this happens, thé.cohesive
relation between +the presupposing and the éfesupposed elements
provides "texture", and "text!.is defined as such by the cohesive

58
ties within it.

Halliday and Hasan ' (1876), however, prefer to use the term
"cohesion” 55 to refer to specifically to certain text forming
(non-structural) semantic relations which cannct be accounted for
in terms of constituent structure. These are propertilies of text
as such, and not of any structural unit such as a clause or
sentence. Through +them, . sentences which are structurally
independent of one another may be 1linked +together +through

particular features of theilr interpretation.
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~In this thesis, I shall restgg;; my study of c¢chesion mostly
to the Halliday and Hasanian‘intersentential framework for' three
reasons. First, +the cohesion %ithin a sentence which is taken
care of by the grammatical conditions of "being a sentence” i;
not essenﬁially a distinct phenomenon. Second, this thesls is a
study of discourse mgdifications : hence a study of intra-
sentgnﬁial cohesive relationships'is.comparatively unimportant.
Third and more important is the fact that in a description‘of a
text, 1t 1is +the intersentence cohesion which 1is significaqt

because it is +this that represents the wvariable aspect of

cochesion, distinguishing one text from another.

Scope of the Study

Language. can be explained as a multiple coding system

comprising three levelé of coding, the semantic, ﬁhe‘

lexicogrammatical and the pheonological o;“orthographic. Me;nings
are realized as ébded forms, and forms are realized in turn, or
recoded phonologically of orthographically. To put this in
everyday terminolégy, meaniﬁg is put into wording, and wording
into sound or writing. Within this stratum, according to Halliday
and Hasan, the ,mor; general meaningg are expressed through
grammar and +the more specific meanings through vocabulary.
Coﬁesion .consequently is expressed partly through grammar and
partly through vbcabulary.

Halliday and Hasan identify a variety of gramﬁ;£ical and

lexical devices for cohesion in English, which include pronouns,

1089
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demonstratives, nominél, verbal, and clausal substitqtioﬁ,
-  wvarlous types of ellipsis, conjunctions, and l?xical reiteration
‘and chlocation. For the practiéal purposes of analysis, they
sysﬁeﬁ;tize these) devices into five major mechanisms: (1)
reference, (2) substitution, (3) elliésis, (4) conjunction and
(5) 1lexical cohesion. The first four.meéhanisms realize whét is
called “grammaE}cal cohesion"” and the last mechanism realizes
what is called "lexical gohesion”. .The figure given below shovs

how they are systematized:

;—Reference
_ ' —Substitution
. _Grammatical
Cohesion .
H” —FRllipsis
A
Cohesion
— —Conjunction
! )
Lexical cohesion
o~
Figure 5

Halliday and Hasan’s Approach to Cchesion

In ‘this analysis, I shall deal only with grammatical
cohesion. The greatest attention will be given to the study of
reference; however, substitution, eflipsis and conjunction will

-

alsc be briefly.treated. -

110



Reference

Reference is a semantié relation of idenﬁification or
comparison between a reference item and its referent. - It is of
téo types: exophoric and endephoric. If the item'that is referred
to is in the situational context in which the text is embedded,
then it is called exophoric reference. On the other haq@, if it _
is in the téxt itself,.then it is called endophoric reference.

Endophoric references can be either anaphoric or cataphoric.
If the referring item points back to some previocus item, it is
called anaphoric reference and if the presupposition goes fhe

U

other way, iz\iﬁ called cataphoric reference.

The following diagram from Halliday & Hasan -(1976 : 33)

will illustrate this distinction.

Refe]ence
(situational) : (textual)
Exophora Endophora
- .
(to preceling text) {(to followijg text)
L Anaphora Cataphora
- 4
Figure 6

Reference System and Context
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-Typoq of Reference

The significance of "person system” in a study of reference
is that it is the means of referring to relevant persons and’
objects with the use of a small set of options centering.around

the particular nature of their reler?¢€\¢o the speeéh-situation.

——

On the basis of their'linguistic category, reference items
can be classified into three +types. They are : personal,
demopstrative and cﬁmparative. Halliday. & Hasan (1976:37) define
thém as follows - .

A

“Personal reference is reference by means of function in the

spéeéhisituation, through the category of PERSON"

"Demonstrative reference is reference by means of location -

on a scale of PROXIMITY"

"Comparative reference is indirect reference by means of

IDENTITY or SIMILARITY"... X p

. 0f these three, I shall describe in detail only "personal
reference” -as used in these data due to'the narrow scope and
\ v

limitations of this research..

Speech Roles
Halliday & Hasan (1976) make a principal distinction
between the persons defined by their roles in the communication

process on the one hand, and all other entities on the other.
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They ‘call fhe former “speech roleéf, "the roles‘of'ébeakef and
addressee” - "the ﬁwo roles which are assigned by the speaker"
(p.45). The latter, which they call.simply "other roles", include
all other relevant ent%iies‘other than speaker or addressee. In
terms of the traditional categories of person, the distinction is
that between first and second‘pérsbn:on the one hand (I/you/we),

and third person on the other (he/she/it/they/one).

»
—

Person System and Exophoric and Endophoric Reference

Firsf and second person forms do not normally refer to thé
text .at all; their referents are defined by the speech roles of
speaker -apd hearer, and hence they are normally interpreted
exophorically, by reference to thé sitﬁation. On the other hand,
a third person form (normally) implies the presence of‘a referent
somewhere in the +texX¥t and must normal}y be interpreted
anaphbrically. Further, +the presence of such a referent 1is
obligatory for the completion of the text; —the text will appear

incomplete without it.

There are certain instances wherein the third _person forms
may also refer  exophorically to some person or thing that 1is
present - in the  situational context. An example such as the
following can occur as a complete text. "Oh, he's already been? -
Yes, ﬁe wenit by about five minutes ago". For yet another example,
in a classroom discourse, obvious references to figures and
diagrams on the blackboard may alsq_réfer exophorically as in

thé1f0110wing example: -

\
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31. "If I taught the rat something herev{the teacher’s finger
is on the blackboard), and then placed the rat in the
next Skinner box (the finger pointing towards the
adjacent picture), would the rat perform?  Sure, why

not?.... After all, it is'similar, it still has a
similar lever 'and so on" (pointing towards the "next
Skinner box" on the blackboard). . (LNS)

‘In this example, note'thét‘the phoric function of the underlined
"it" is a generalised exophoric reference.

2
l___,,./

Summary of the Person System
To sum up, in the first place, the "reference may be
- exophoric, interpretable by recourse to the context of

situation either in the generalized exophoric sense or in +the

special  exophoric __sense of the speech roles expressed by
"you" and "I". Exophoric reference does not constitute a cochesive
tie.

In the second place, it may be cataphoric. Cataphoric
reference is also not cohesive since personals are normally
cataphoric only within a structural framework, and therefore do

not contribute to the cohesion cf the text.

All other instances of personal references are anaphoric
with the exception of occasional third person pronoun references

which can be exophoric also.

~R™

In brief, personals .referring to the speecﬁ roles {speaker

and addressee) are typically exophoric and personals referring
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to other roles are typically anaphoric with a few exceptions.

Onlngbi\anaphoric references are considered to be cohesive ties.

A

Findings

Akl findings in this~section on cohesion-are with regard to

Data set I only.

I shall initially start the analysis with a quantitative
-stildy of the occurrence of personal pronouns in the data. The

findings are given below :

Table 20 : Occurrence of Personal Pronouns

Person LNS % LNNS %

I  Person 182 2345 08 27.41
IT Person 277 35.70 124 31.47

III Person 317 40.85 162 41.12
 tetar e ags

It has been shown in our discussion that first and second
person pronouns constitute exophoric references. It has also been
shown that exophoric references can sometimes occur in third
person pronouns. What follows is a Table (21) showing the total

distributionh—of exophors and their breakdown in terms of the

©

person system :
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‘Tablo 21 : Occurrence of Exophors in Person System

Person occuirences % occuirences %

' in LNS " in LNNS
r 182 s7.76 108 43.90
II 277 57.47 - 124 50.41
I11 23 4.77 14 5.69
Total = | " 482 2a6 -

In Table 22, +the overall distribution of exophors and

endophors in the data is shown:

Table 22 : Exophors, Endephors and Total no. of Phorsx -

Discourse Total # Exophors - Endophors

yRe L PRers L. R .
LNS 915 482 52.68 433 47 .32

LNNS 440 2486 55.90 194 44.10

Xz = 1.25  (af 1) n.s. - s

¥ including all other forms of reference

A study of +the tables (20-22) indicates that exophors
endophors occur almost in same proportion. {statistically

insignificant differences) in both the lectures. .

Note +that endophors can be divided into anaphors and

cataphors. The proportion in which anaphors and cataphors occur

in endophors are shown in Table (23).
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Table 23 : Proportion of Cataphors and Anaphors in Endophors

R d o e ke e o A A Akl A s W A e WAL S B R N e e e A S i WA MR M M e e e e e

Discourse Total #

Type \Endophors . Cataphors % - Anaphors 4

LNS 433 31 _ 7.186 402 92.84
LNNS 194 11 5.87 183 94133
L TEsTmEE s T T T T T e o e ,"'""""-_—. “““““““““““““““““““““““““ '\"?‘"""—"’ ’

X2 = .373 (d¢f 1) n.s.

Table: (24) shows, the overall proportion of anaphoré.
' »

"cataphors and exophors in the data.
3

Table 24 : Exophors, Cataphors and Anaphors : their Proportion

Discourse ¥ Exophors % Cataphors % Anaphors %
Type Phors

LNS 815 482 52.68 31 3.39 432 43.93
LNNS 440 246 55.91 11 2.50 183 41.59

A study of Tables (23-24) indicat&s that few cataphors occur
in either LNNS or LNS and that " the différence betweeﬂ the‘
occurrences of different types of phors in both +the discourse
samples is very minimal (statistically inéfgnificant). ance, no
claim of these as a characteristic of input language can be made
so far ai'these data sets are concerned.

Text-forming References

Cohesion in +the Halliday and the Hiysanian sense, it has

already been stated, is, a text forming relationship and not a

~

structural rélationéhip. For them, if the antecedent and the
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anaphor occur 'in the same sentence, then the sort of cobeéive ;
relationship that exists between the two is syntactiec and inbt
semantic. Such anaphors are governed by sentence grammér and do'
not contribute to the formation of §7text. For the purposes of
this research, T shall éail such anaphors "structure-governed

anarhors”. Semantic cohesibn, on the other hand, cuts across

sentence boundaries and is a relationship between two independent

v

sentences. ' Consequently, anaphors which contribute to text
formation cannot be governed by any structural relationship. I
shall call such anaphors ”tekt—forming anaphors". In summary,

structure-governed anaphors are those anaphors whose structural
relationship with <their antecedents are governed by syntax and
text-forming anaphors are those anaphors wWhose relationship with
their anteéedents rcut across sentence boundarigs and are not

governed by any syntactic phenomena.

Table (25) shows the proportion in which the  structure-
governed anaphors and the text-forming anaphors occur in the

third person anaphoric references of the given data

Table 25 : Structure-governed Anaphors and Text-forming Anaphors

—— e T e e e e Am i e e e L Aid A b = ——— — ————

Discourse Total # Structure- ' Text-
Type Anaphors governed forming

- Anaphors % Anaphors’ %
LNS 402 198 49,25 204 50.75
LNNS 183 65 35.52 118 64.48
X2 = 8.08 (df 1) p >.01 . e
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The above table "indicates that 50.75% and 64.48%
respectively of the anaphoric ;eferencgsfin the LNS and the LNNS

—

contribute to text-forming cohesion _in their respective

1N

discourse.

Thé occcurrence of a comparatively = greater numbgf of text-
Mw}orming anaphors is an indication either that the sentences are
mostly simplex sentences or that the discoursé has comparatively
greater cohesion. We know from our earlier findings +that there is
a comparatively lesser number of suborginate clauses iﬂ the
LNNS. 1In that case, the occurrence of a greater number of +text-
forming anaphors must be due to the occurrence of a greater
number of simplex sentences. Our later findings in syntax confirm
that this interpretation is correct. g

The occurrence of a greater number of text forming anaphors

may also be an'indirect confirmation of our earlier finding that

the +topic progressién in +the LNNS is more @parallel than

“

sequential.
4
Extegged Reference
Extended reference can be defined as a "reference +to a
process or sequence of frocesses" (Halliday & Hasan 19B6 : 52),
It is rea}ized mostly in the third perscn reference form "it".
The third person form "it" then differs from all other personals
in +that it may refer not only to‘a particular persoﬁ or object

but also to any identifiable portion of text.
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Extended reference actually comprises-two rather distinct
phenoﬁena, both of which . are illustrated in the following

examples:

32. "The question now is, suppose, instead of giving the rat
one bit of food, I were to give the rat two bits of food
or three bits of food everytime it pressed the lever. In
other words, if I wvary how much reinforcement I will
give, a.little bit or a lot, does it make a difference?”

-~ ) ' {LNNS)

In the first instance, it refers to the rat which presses
tHe lever: an obvious reference to an animal. In the second.
instance, in "does it make a difference?", it refers to a whole
process oy complex phenomenon which is in aquestion. In other
words, the feference is extended, the referent being more than
just a person or object. bsed in this wé&, "it" represents a

process or sequence of processes (grammatically, a <clause or

string of clauses, not just a single nominal).
[ R

i

The study of extended reference\ is important for this
research because the abllity of hearers to identify the relevant
portion of text as referent, when they are faced with it will
differ, 1t is assumed, depending on +their linguistic and

cognitive capacity.

The following are the findings with regard +to extended

reference in the anaphors
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Table 26 : Extended Reference in Anaphors

Total # | Extended

Discdurse Anaphors Reference %
LNS 402 121 30.10
LNNS 183 26 14,20

Extended referenge is a common phenomenon in cataphors also.

The following are the findings with reference to cataphors

i

Table 27 @' Extended Reference in Cataphors

Total no. Extended %
Discourse of Cataphors ‘ Reference
LNS 31 18 58.06
LNNS 11 8 72.73

The occurrence of a comparatively lesser number. of anaphors
which carry “extended reference” in the LNNS (Table 26) is- not
surprising since in the interpretation of extended reference wha£
is invelved is more than a one-to-one relationship. Rather; in
interpreting an éxtended'reference the meaning of a whole clause
or a sentence is presupposed. Since the addressees will have to
make an extra effort ts recover the full intended. meaning, the
professor may have preferred to use a lesser number of +them in

his discourse to nonnatives.

The above explanation however cannct be used with regard to

——

the finding of a comparatively higher proportion of extended
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feference in cataﬁhors_in the LNNS (Table 27). The reason 'is
syntacfip. The wvery basic principle of the use of céﬁaphors as
extended reference 1is +to draw the attention‘of the addressees
to a particular meaning aspect of the sentence. . It is in a way a
univeréal strategy éf what is called ;topigélization" (Enkvist et

al- 1976). For example, consider the following sentence

33. "And I think that the idea is this : If I teach something in
situation one, and I then place the animal in situation
two, ‘the more similar that these two are, the more likely
that the responding here will be carried on there, will
generalize to there” (LNNS)

Note that this in the above sentence refers to what is meant
by the rest of the utterance. In other words, the meaning of the

sentences to follow is pfesupposed'in that cataphoric form.

Iﬁx my opinion, extended reference in Anaphors is a marked
variation - a variation from a one-to-one relationship. Extended
reference in cataphors on the other hand is an unmarked behavior
- a universal strateé; to highlight the topic/semantic content
of the utterance. No wonder, the findings are exactly in reverse

[

for cataphors in comparison with the findings for anaphors.

Double Reference

Double refe;ence refers +to thé way in which possessive
pronouhs 'differ_from other personal reference items as regards
their anaphoriec function. Whereas the other personals require

only one referent for their interpretation, possessive pronouns’
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demand two, a possessor and a possessed. The difference can be

seen in the ?ollowing examples: -

(a) John’'s is nice.
(b)Y This house is nice.

(c) His is nice.

Given (a), we need the answer to ‘John’s what?’; given (b), we
need +the answer +to ‘whose house’; but given (c) we need the
answer to ‘whose what?’ - So any occurrence of a possessive

prronoun involves +two ties,- only one of which “is a form of
reference; the other is present with any possessive nominal, such
as "John’s" or "my father’s", whenever it is functioning as Head.
This is in fact an instgnce of ellipsis. Possessive pronouns, in
other words, are doubly anaphoric because they ‘are both
referential and elliptical: +they are anaphoric (i) by reference
4o the possessor,_and (ii) by ellipsis tb'the thing possessed.
Like the interpretétion of extended reference, double
reference must also demand a greater cognitive capacity \for
correct interpretation due to the two processes invelved in their

interpretation. The findings are given below:

" Findings

Table 28 : Doubly Anaphoric References

Discourse Total # Doubly Anaphoric %
Anaphors References

LNS 402 113 28.11

LNNS 183 26 14.20



The table indicates thét doubly anaphoric references occur
much less frequently in thq LNNS. They occur only half as often
as in the LNS. ‘
Interpretation -

The findings indicate that -4the nafive spgaker prefers to use
a leségr numbef of double anabhoric references in the ‘input
langﬁage to the non-native speakers compared to the input to the

native speakers.

The occurrence of comparatively lesser number of anaphors
which are doubly.cchesive in the LNNS is not - surprising sincé-
doubly . anaphoric references require an extra effort en the part
of the interlocutors for their interpretation.

r

Cohesivé Ties

The concept of cohesion is realized in ‘"reference" when

there is a réf§rring fféﬁ“ééméeil as the item that it refers to,
when thg;e is presuppositién as well as the satisfaction of it,
and more importantly when there is semantic identity between the
two. s

. \/H;
Halliday and Hasan call the relation between an anaphor and

its antecedent "tie". The céncept of "tie" by definition refers

to an occurrence of‘g railr of cohesively related items.
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Consider the following examples

34. "Well, in +that situation, what you will find is that the
rat will press the uh, lever when the light 1is on, it
will get food; 1it’ll keep pressing the lever. When the

~light is off, it won’t get food. Gradually, because one
response, lever pressing in the presence of the 1light,

- it’s not reinforced, it will discriminate between the
light-on condition, light-off condition, and the response
will +take place only when the light is on, not when the
light is off". _(LNS)

-

In the above example (34), the antécedent "rat" realizes
four third person anaphoric references of "it", one in the same
S-node and the others across the sentence boundary. In other
words, the number of cohesive ties for the antecedent “"rat" in
the above sentences are four (three text-forming _references and
one structure-governed reference)fl |
Concept of Cohesive Ties and Input Language

The concept of cohesive ties 1is important for this kind of
research for it can serve as a'criterion for the censtruction of

a (1) comprehensibiTity index and (2) for +the recognition of
~texture.

Coheslve Ties and Comprehensibility Index
A speaker uses cohesive ties as one of the +techniques to
signal cohesion,  and the listener reacts to it in his

interpretation of meaning. Hence, it is reasonable to make use of

cohesive ties as an indéx of comprehensibility.
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What 1is important for this research is'the"fact that there

is no linguistic constraint on the nu@Ber of cohesive ties which

an antegedent can realize in a discourse. In the prégent context,-

ghe abf%ity of the (native) speaker remaining constant in both

fhe situations, }he'_number of Ties which an antecedent. can

: realiée will be‘ limited by only one factor : the native

speaker’s judgement of the ability of the addressees to recognize
the semantic identity thét exists between the antecedent and its
anaphdrs. In short, it is hypothesized here that between two
discourses, the one with the lesser average number of anaphors
per antecedent will be easlier to.comprehend than the one with a

greater number of . anaphors per antecedent.

Cohesive Ties ané Textuality
Textuality 1is not a matter of all or  nothing, of dense

clusters of cohesive ties or else none at all. It is ; matter of

more or léés. Chafacteristically, we(find variation in texture;

In some instances, there are dense clusters of cohesive ties and

a greater number of anaphors than the antqcedeq}s, giving a very

close texture which serves to signal that the meaning of the

parts are strongly dependent upon each other and that the whole

forms a unity. In other instances, the texture is much ‘looser;//,/’““;~

there being fewer cohesive ties, witﬁ a nearly egqual number f

anaphors and antecedents. .The following are the findings /with

regard to cohesive ties in theﬂdata:
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Table 29 indicates the number of occurrences for each type
of antecedent-anaphor gohesive relationship. The total number of

- occurrences gives the total number of antecedents present in the

data. : *

Table\?9 + .Cohesive Ties

Total no. of cohesive ties in the LNS 1402

Total no. of cohesive ties in the LNNS : 183

"""""""""""""""""""""""""""""""" No of  Noof

TYPE . occurrences occurrences
in LNS in LNNS

1.0ne antecedent - one smaphor 227 122

2.0ne antecegent”— two anaphors 44 14

3.0nexantecedent - three anaphorsw 10 ) 4

4.0ne antecedent - four anaphors 5 4

5.0ne antecedent - fiﬁe anaphors 2 _ 1

6.0ne antecedent - eight anaphors 1 0

7.0né antecedent - nine anaphors 1 . 0

B.One antecedent - ten anaphors 1 0

" Total Number of Antecedents 291 145
Table 30 shows the average number of'anaphors-per antecedent

in the data. | -
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Table 30 : Antecedents and Anaphors

Discourse Total # Total # # Anaphors

- Antecedents Anaphors " per Antecedent
LNS 291 402 1.38
LNNS 145 183 1.26

Table 31 indicates the pattern in which the text-forming
references occur in the data, 3ie. how many - “structure-governed

anaphors and how many text forming anaphors occur in each type of

\_cohesive tie.
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Table 31 : Cohesive Ties and Text Forming References

e T ey e Ay A A A b e e e e o e e e ey e e Ty Y W Mt R = e R e T W W m R e E S e e Mew Sme

1.0ne antecedent - One anaphor

(a).within the same sentence 118 37
(b).beyond the sentence boundary 109 85

2.0ne antecedent - Two anaphors

{a).within the same sentence 54 11

(b).beyond the sentence boundary 34 17
3.0ne antecedent - Three anaphors

{a).within the same sentence 156 4

{b).beyond the sentencé boundary 15 8

4 .0ne antecedent - Four anaphors

{a).within the same sentence 6 10

{b).beyond the sentence boundary 14 6
5.0ne antecedent -~ five anaphors

(a).within the same sentence ; 3 3

(b).beyond the sentence boundary 7 2

6.0ne antecedent - eight anaphors

(a). within the same sentence 0 | 0
(b). beyond the sentence boundary, _ 8 0

7.0ne anteécedent - nine anaphors

{(a). within the same sentence 0 0
{(b). beyond the sentence boundary 9 0

i

8.0ne antecedent - ten anaphors

(a). within the same séntence ———" 0 0
(b). beyond the sentence boundary 10 0
o
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Interpretation
The significant differences in the t;fés of cohesive ties
between the LNS and the LNNS indicate that the communicative
content of the disco?rse provided to the nonﬁative speakers
(while it probabl; requires just as\guch effdrt for them) has
been made more easily perceptibl;fijThey also show that the
texture of the aiscourse is not as tightly knit as the LNS.
Further, the LNNS doesn’t contain anything. like one
anteqedent-ten anaphors. The average number of anaphors per
antecedent is also significantly less. Most importantly, most of
the antecedents and anaphors hav; a oﬁe-to-one relationship.
Furthermore, work sheets indicate that there are text-forming
anaphors in the LNS wﬂlgh are even s3ix S-nodes away from their
antecedents. On the other hand, in the- LNNS, tﬁe distribution of
text forming anaphors are closer to theif antecedents; in no case
are they even more than two S-nodes away from their antecedents.
In summary, the interpretation of text-forming anaphors in the
LNNS should be easily accessible to perception, and not make too

I
grea{z demands on the nonnative speakers’ understanding of the

text processes.

Conclusion
It has been shown in this research that the difficulty in

O
recognising an anaphoric personal form depends upon such factors

as extended reference, double reference, multiple cohesive ties

AN
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and text forming anaphors. Tﬁey ﬁa? all be taken together as a
test of how the LNS differs from the LNNS cohesively.
4

Substitution

Substitution is yet another type of cohesive relation which
can be defined as the replacement of one item by another. In the

words of Halliday and Hasan (1976 : B9) "A substitute is a sort
of counter which is used - in place of ‘the repetition of a
particular item“.rThé distinction between substitution and
.reference is that substitution is a relation in the wording
rather than in +the meaning. ‘In other words, ‘reference 1is a
felation between meanings, while substitution is a relation
between linguistic items such as words or phrases. In terms of
the 1linguistic system, it can be said that reference is a
relation on the semantic level whereas substitution is a relation
on the lexicogrammatical level, the level of -grammar and

vocabulary.

Since substitution is a grammatical relation, a relation in
the wording rather than in the meaning, thefdifferent types of
substifution are defined grammatically rather than semantically.
The criterion is the grammatical function of the substitute item.
In English, +the sub§ti£ate may function as a noun, as a verb, or
as a clause. To these goxrespond the three types of substitution:

nominal, wverbal and clausal.
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Nominal Subaﬁitution

The most frequent nominal substitutes are "one (ones)”, "the

1] "

same", “some” and “any". They always function as Head of a
nominal group and substitute only for an item which 1is itself
ﬁead of a nbminal'grdup. Furthermore, the use of a substitute
always invelves some new_modifying element that is defining, as
in: "this one”, "another one”, and so on. Note that the new
modifying "element brings with it an_effect.that is differential
and -a point of contrast with the presupposed item. It must
however be stated here that precaution had been taken not o

count +the generic "one" which is considered as a pronoun, and

[ "

alsd the cardinal numeral "one

? .
What follows 1is a set of examples from .  the data. The

undelined words are the nominal substitutes in the examples:

Examples from LNS
w
#5.  "This is the way, 1in other words, of controlling functions
that are usually involuntary by getting a feedback Wwhich
then becomes a reinforcing consequence if you like for such

behaviors. The same could have been done with your brain
waves".

36. "Which behavior 'increases? Well, this one".
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Example from LNNS

.37. "Ahm,...to go back to the previous example, suppose that 1
‘ reinforced your asking a lot of questions, but suppose
that +two professors. taught this course, I and someone
else, and suppose the other one never reinforced your
asking questions, ©.Kk? what would happen? Well, what would
happen 1s that you’d begin to ask a lot of questions with
me. You would never ask questions with the other one
because you would discriminate between-ofe. reinforcing,

the other not reinforcing". -

Note that the same in the LNS data (example 35) substitutes
for "the way of controlling function that are usually a
reinforcing consequence” and one in the LNNS data (example '37)

"

substitutes for "professor"”.
@

Findings -t -
L - »,
With regard to Data Set I, in the LNS, there are seventeen
instances of nominal substitution in a total of 384 sentences. On

the other hand, +there are only four instances of nominal.

substitution in the LNNS in a total of 261 sentences.

Verbal Substitution

The verbal substitute in English is "do". Like the nominal
substitute which operates as Head of a nominal group, "do" the
verbal substitute operates as +the Head of a verbal group.
Further, its position is always final in the group. The major
difference between the nominal and +the verbal substitution

r
is in the extent of the items that they can presuppose.. Whereas

nominal substitutes always substitute for a noun, +the wverbal

iy
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substitute "do" may substitute either for a verb or for a verb

plus certain other elements in the clause.

Findings
There is no instance of verbal substitution in the LNS data.

On the other hand, in the LNNS, there are three instances. Two of

-

the instances are given below

38. " "Does it make a difference if you say, "Good boy", or if you
say, "Oh, that’s a terrific boy" and you give a hug and you
kiss +the child and say "That's great". Would it make a
difference? Yes, it does". (LNNS)

39. "Then, -once you have done that, you might notice that
occasionally as the licon gets up there, 1t loses its
balance a little bit to +the right. Other times, it
doesn’t". ’ - { LNNG}

Does in the example (38) and doesn’t in the example (39) ®mre
substitutes for the verbal phrases "does make a difference” and

"doesn’t lose its balance”

Clausal Substitution
In clausal substitution, what is presupposed is not an
element withim a clause but an entire clause. The words used as

s

substitutes are so0 and not. Since clausal substitution didn’t

occur in either of the discourse samples, I‘shall not deal with -

this aspect of substitution any further,
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Table 32 : Summa of the Finqingé

Discourse "di # Nominal Verbal ‘ Clausal
Type . entences Substn. Substn. Substn.
LNS 384 % A 0
LNNS 261 4 3 0
Interpretation

For .this research, I -~have taken iﬁto account only the
susstitutes which are not governed by an& structural relationship
since substitutes occurring in the same sentence cannot be text-
forming cohesive ties. This may be one of the reasons wh} we have
very few otcurrences of substitution in the whole of the data.
That there are no occurrences of clausal substitution either
in the LNS or the LNNS is not at all surprising since clausal
substitution demands the presupposition of the ﬁhole.of a clagse
unlike +the nominal and the verbal substitution. It may be +too

.-
difficult in oral discourse even for the native speakers. It 1is

in fact quite infrequent in gpeech as opposed to writing.

Between the nominal and the verbal substituiton, in my
opinion it is the nominal substitution which must make heavier
cognitive demands on the hegrer since what is involved in
nominal substitution 1is a sort of redefinition and a point of
contrast. On the other hand, in the verbal substitution, what is
involved 1s meani reserving substitution. However, no

plausible reason an be given for the total absence of verbal
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substitutes in the LNS. May be, the reason is‘not semantic but
‘syntactic, since what we are looking for are intersentential
substitutes. The occurrence of a greater. number of complex
sentences ﬁay have largely prevented the occurrence of verbal

substitution in the LNS.

Ellipsis

. Ellips;s is defined as a kind of substitution, namely
substitution by =zero. It occurs when something that is
structurally necessary is left unsaid. In other words, the
something which .is present in +the selection of ‘ﬁﬁderlying
(systemic) options is left unsaid in the surface options. There
is no implication here that what is unsaid is not understood; on
the contrary, ‘unsaid’ implies, “"but understood nevertheless"”
(H;lliday and Hasan 1976 : 142). Ellipsis remin@s us of the fact
that there 1is always more evidence available'to the - addressee
for interpreting a sentence than is contained in the sentence
itself. As in substitution, there are three types of ellipsis.

These are : nominal ellipsis, wverbal ellipsis and clausal

ellipsis.

As in previous mechanisms, we shall not be concerned with
ellipsis within the sentence since it can be explained in terms
of senténée strﬁcturé and does not constitute an independent
agency of cohesion in the text. What we are interested in -is
ellipsis as a form of relation between sentences where it is an

aspect of textuality - a text-forming relationship.
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Nominal Ellipsis

Nominal - ellipsis refers to ellipsis within a nominal group.

Consider the following examples from the data for illustrations:

Al

Example from LNS

40, "Uhm, there is a particular type of brain wave at 8 to 12
cycles per second called the alpha wave which is
indicative usually of relaxation. Some people produce

a lot, some people produce very little.. Uh - but generally
speaking as Kou relax, you produce more of it".

Example from LNNS '

g

41, "So that 1is the simple messagerfor amount and delay of
reinforcement. For amount, the more the better For delay,
the sooner the better, o. k°“

In the LNS example, "a lot"” and "very little"” in the second
sentence Ere elliptical phrases for "a lot of alpha brain waves"”
and "very little brain waves" respectively. Likewise, "amount”
and "delay” in the secdﬁd sentence 6f the example (41) from the
LNNS are elliptical phrases foffmamount of reinforcement" and

'delay of reinforcement” respectively.

Findings

"There are 19 occurrences of nominal ellipsis in the LNNS in
a-total of 381 sentencés and 12 occurrences of it in the LNS in a

total of 261 sentences.
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Verbal Ellipsis

Vefbal ellipsis refers to ellipsis within the verbal group.’
There are two types of verbal ellipsis’: lexical ellipsis and
operétor eilipsis.' Lexical ellipsis is the type of ellipsis in
which the 1lexical wverb (including the lexical "dd")' will Dbe
missing from the vefbal'group. Cperator ellipsis, on the other
hand, involves only the omission of operators : the lexical verb
will always remain intact. In operator ellipsis, the subject
also 1is 'aiways omitted from the clause; it must therefore be

presupposed.

In the data, neither lexical nor operator ellipsis occur in

the LNS or in the LNNS.

Clausal Ellipsis

There are many types of clausal ellipsis. Among these I
shall deal here only with "zeugma" the most frequent one in
spoken discourse. Wh and yes/nb questions affofd excellent
opportunities for zeugmat&c answers. ‘~These involve a +transfer
from one element of clause structure to another. With a wh-
question, +this can be achieved by a direct response (ie. an
answer) as 1in the following examples from the data:

Examples from LNS

42. "Now, if I told you that it would be nice now if you slowed
down your heart by -~ let’s say 20 per cent - would you be
able to do it? Well - not directly".
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43, "Now what happens is that your heart rate is, ‘what about,
how much, how many beats per minute? Seventy?" -

In the above examples, - “"not directly” 3 (42) 1is an
elliptical phrase for "You would n_ot be able to 3 it directly”
and "seventy?'. in (43) Ls‘an-elliptical phrase for "seventy beats
per minute?". "

Examples from LNNS

44, "Would you tend to ask questions? Yes, sure”.

45, "In its natural habitat, in other words; initerms of its
natural behavior, how often will the lion dangce or 1lift a
flag? No, never". \

\,

In the above examples, "yes, sure" in the example (44) is an
elliptical phrase for ‘“yes, sure, you would tend to ask
questions” and "no never"” in the example (45) is an elliptical

phrase for "no, the lion will never dance or lift a flag".

Summary of the ff?dings

Table 33 : Types of Ellipsis .

Type of Ellipsis LNS LNNS
Nominal s 12
Verbal 0 0
Clausal (zeugma) 16 12
""""""" Total 38 22
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Table 34 : Total Number of Cases of Ellipsis

Discourse -# Sentences -~ # Ellipses %

LNS ‘ 384 35 9.11
LNNS 261 24 9.19
Interpretation .

The occurrence of equal proportion of ellipsis in the LNS
and the LNNS is an indication that the professor has not modified

his speech in this form of cohesion.

Conclusion

In summary, a;l the findings in c¢ohesion dempnstrate-that
the nature of texture of a discourse depends on many factors
other +than syntax. The basic principle is that a discourse 1is
internally (intersententially) structured and this internal
(intersententtal) structure is the gtructural counterpart of
cohesion. The' differences in the internal (intersentential)
structure of LNS and LNNS are +then an indication that
simblification can be achieved without affecting cohesivity of a

text.

Also, it must be noted here that cohesion, by definition, is
propositigna; .development through overtly signalled linguistic
devices. }Qggoes not cohcern what a text means. Hence, it is not
an evaluation of a discourse; rathex, it is an explénation of how

and why a discourse is valued as it is, an effective or
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jneffective one in the context. In this perspective, I have
) -

suggested means for distinguishing the cohesive patferns of the

two setg of data under study. The intention was to ‘'provide - a

reasonably camprehensive picture of this aspect of texture; and

in . this way‘ to offer an insight into what it is that

‘characterizes a foreigner register.

e
—

~

In all, the finaings on c¢ohesion ‘indicate that the
intelligibility of.a discourse depends on its continuity and that
the structural contingity which it has is a semantic continuity.
The significance _of this semantic continuity lies in the fact
"that it recognizes Athe aqdressee as an active agent‘ and the
comprehen#ion process as a constructive process - as (more than)
a lingudstic interaction - a study of how the addressee assigns

.meanings| and interprets what is said to him (with the available

resources \at his command). To the extent that the interpretation i

demands deeper cqgnitive involvement, it can be said that ° the

text has m7¢e or less textuality. And obviously,' as per this
criziiiify//the findings indicate that thg foreigner register
ugg, study has less textuality in comparison with the NS-NS
f&scourse. In fact, this finding is an indirect cénfirmation of

—

our earlier finding on "topic density”.

)

141

[



IV

PRAGMATIC CONNECTORS

Introduction

Communicative coherence in any spoken discourse is achieved

. through “pragmatic connectors” which are otherwise called

"discourse adjuncts". They are called pragmatic connectors

) (Stubbs, 1983) because they .situate the speech event in its

proper social and cognitive context. They ére called discourse
adjuncts ‘(Halliday and Hasan, 19765 Because the%bexpress Hgﬁrtain
meanings which presuppose the presence of other components in the
discourse. In other words, they systematically connect what has
gone before with what is to follow. .

Whgp Wwe are considering praématig connectors from the point
of view of communicative coherence, ﬁe are focusing our attention
oﬁ one particular characteristic, namely the_function of relating
thel speech acts, and not the ;yntactic units. In other words,
pfégmatic connectors are the means used for+ conversétiPnal
connectivity, but not synpactic connectivity since they do not

contribute to any grammatical fulfillment. Their function, as

‘Edmondson (1881) aptiy puts it, is merely "linking the lower

level units for the realization of higher level units".

Major Types of Pragmatic Connectors
Text linguistics has recognised four major types of

pragmatic connectors (Huddleston, 1971). They are : (a) discourse

. . B
- P
Ll
- e
]
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connectives, (b) illocution mérkers, (c) modality and attitude

markers and (dj metatextual markers.

Discourse cBnnectives are the linguistic items which achieve

' thematic'arranggmeht and.intersenteﬁtial order through the use of .

linguistic items Such as "consequently”, "however", by iﬁdicating

logical connection. '

Illocution markers are the linguistic items which are ﬁsed
to make explicit +the illeocutionary force of +the statement
concerned, i.e., whether it is a description, a claim, a
hypothetical statement, etc. Examples of this category are, "for

example”, "to illustrate the boint", ete.

Modality anq&}aftitﬁde markers are expressions such as "it
seems probable”, "ébviously", which either indicate the - truth
value of the information of‘ make explicit the addresser’s
lattitude to what he is diseussing. These pragmatic connectors
include references to authorities as well as to-the.;éﬂdresser’s

own commitment. . - ’ 3

.

%

Metatextual markers refer to the organisational properties
of the text itself, eg., "next", "later on", "I will attempt to",

etc.

‘ Among +the pragmatic connectors, discourse connectives and

metatextual markers serve the internal organisation of discourse-
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while +the illocution and modality and attitude markers help . the
addressees to relate the content mafter to a larger framework of

knowlédge including the addresser’'s point of view.

Procedures

The identification of pragmatic\conneétors is difficult

since we do not know much about their location within sentences.
. N o

They can appear in any part of the seﬁ%ence, either within the
main ¢lause or within the subordinate clause. However, they'are'
syntactically id&ntifiable in the sensé -that they are all
§e;bless‘ adjuncts. For the purposes of my aﬁalysig, I have
" quantified these adjuncts wherever the& have appeared so long as
they appear to realize a semantic relationship among the .ongoing

]

propositions of the discourse topic.

13

Findings .

Table 35 : Distfibution of Discourse Connectives, Metatextual
Markers, Illocution Markers and -‘Modality and
Attitude Markers in Data set I

Total no. of Discourse Adjuncts in the'LNS : 130
Total no. of Discourse Adjuncts in the LNNS : 86

Type of , .

Discourse DC % MM % IM % MAM % Tot
LNS 32 24.61 28 21.54 16 12:81 54 41.54 130
LNNS 18 27.27 27 40,90 9 13.64 12 1&518 66
DC : Discourse connectives X2 :’13.12‘ (df 3)1 p >.01
MM : Metatextual markers g

IM : Illocution markers

MAM. : Modality’ and Attitude markers
Tot : Total
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Table 35 indicatgs thqﬁ there are significant quantitative

differences in the way metatextual markers and modality markers

are distributed in the LNS and the LNNS. Note that discourse
connectives and illocution markers are used almost in the same

proportion both in the LNS and the LNNS.

Summary of the Findings
The: professor has made the following modifications iﬁ his
discourse to the nonnative spsakers

(a) Comparatively greater use of metatextual markers

(b) Comparatively lesser - use of modality and attitude
markers
Intgrpretation -

ey

Metatextual Markers » 3

Metatextal markers are the properties of organisation. They
mainly indicate temporal and conjunctive relationships that exist

between the sentenées.

The lesser use of metatextual markers in the LNS —is ﬁn
indication that the communicative content in the LNS doeé not
require the support of the discgurse adjuncts for tﬁe realization
of . its temporal sequence, conjunctive ‘relatlonship or
communicative coherence. The sentences, by virtue of their
specifié meanings themselvéﬁ are implicitly inter-relatable *and

the communicative content is evident by ;tself.
F
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The greater use of metatextual markers in the LNNS, on the

other hand, is an indication that the interlocutors are to be

explicitly informed about how they must organise the ongoing’

propositions. Hence, the professor has taken extra care to
presgnt unfamiliar in;;;ﬁﬁtion with the support of sufficient
linguistic context™ This finding is in tune with the finaings of
Bransford and Johnson (1873) that materlial presented in
(linguistic) context is more comprehensible and therefore more

-

easily remembered.

‘Modality and Attitude Markers
While metatextual markerslare comments on the structure of

what the addresser is saying, modality and attitude markers are

comments on how what the addresser 1s saying is to be taken. In a
way, they refer to the truth value and the attitude of the text

ik the view of the addresser. o

By a frequent use'of_modality and attitude markers, the
addresser indirectly invites the addressees either to assent to

or dissent from the proposition which is being enunciated. The
. : _

greater use of modality and attitﬁde Jsnarkers, then, 1is an
indication of an element of subjective nature in the discourse

since most oﬁ them are +the addresser’s comments on  the

4 H
reliability of what is being asserted. ’/
» - |

The greater use of modality and attitude markers in thé LNS,

if it indeed reflects the subjective nature of the propégitiozc

\.
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may be due to the spéaker’s unconcious identification with the
addressees’ - as members of +the same speech community. The
comparatively lesser use of modality and the attitude markers in
the LNNS may +then be an indication of. £he ' professor’s
“consciousness that the addr?sseés belong to a different 73peech
,‘community. It appears that, for whatever reason, thel primary
concern of +the professor was to get the facts across to the
noqnative speakers rather than to assert the truth value of his

statements.

Manner of Distribution ,
It 1is obsérved from the éork sheets that in the LNS, the
professorj used /the greater part of the pragmatic connecpors
either £ introduce or to conclude the topié. Once the toplc has
been established and is familiar, its development and maiﬁtenanée
is almost implied. The development of an argument in such a way
can be called “analytical" since the thg different parts of the
discourse merge with the general background implicitly. On the
other hand, the use of pragmatic connectogsfin the LNNS is
very even. The development of an argument in such a way can be
called "relational"”, a styig which identifies, organizes and
imposes structure on the (different) parts of the discourse

61°

-

Conclusion -

Studies of 1listening problems for nonnative speakers have
confirmed that they do indeed have difficulties recognising the
organisation of infarmatiéﬁ within lgctures. In a  study of

lecture comprehension problems encountered by Chinese students at
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UCLA, Yuan (1982) observes : "In general, the subjects“ were
rather weak at paying attention to the sequence of ‘the lecture
becffuse of +their neglect of the logical'connectors of sequence
and their lack of recognition of transition from one main idea to

another” (p.48).

’

The fact that there i1s a significant difference in the use
of pragmatic connectors between the LNS and the LNNS (Table 35)
indirectly .testifies to the fact that the nonnative speakers do
have perceptual difficulties in recognizing the discgurse
adjuncts (fﬁcluding discourse conjuncts and disjuncts);
otherwise, they probably would not have been provided with a
significantly greater number of them. This finding is in
agreement with the findings of Chaudron and_Richards (1983) --that
a lecture which uses more discourse markers is 1likely to be
;asier to follow. (However, +these pragmatic connectors must not
be overused since their o;eruse could distract the listeners from .

LY

the overall coherence of the lecture).

Furthermore, +the finding tha£ there is a difference between
the occurrences of individual sets of prégmatic.cqnnectors may be
of utmost importance since it may be a recognition of +their
inherent semantic complexity leading to perceptual difficultiés.
Ifqihis is the case, furthe; research is necessary tc replicate
the presgnt"findings; and to determine which sets of pragmatic
connectors bring abo&t a higher level of comprehension and with

which sets the learners do have processfng difficulties.
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COMMUNICATION STRATEGIES

Introduction

A communication strategy can be defined as a giobal device
by which a speaker, wheréver it is éppropriate, attempts to check
cdmprehension and/or clarify propositional content for the sake
of effective.understanding. In this section, I shall attempt to
find out whether there\exist any quantitative differences in the'
way communication stéategies are used in the Qata sets ﬁnder

study.

The following are some_3¥\yhe communication strategies which
I have analysed. These are : (1) Comprehension checks, (ii)
Repetitions, (iii) Elaborations, and (iv) Simplification. The-
last three strategies have been studied only in relation to data

set II.

~

Comprehension Checks

Long defines a "Comprehension check” as "any expression by
the native speaker immedliately follewing an utterance to
establish whether the speaker’s preceding utterance(s) had been

understood by the interlocutor™ (1880 : B82).

In the given data, comprehension ochecks are typically formed

by expressions such as, "0.K?", ‘“alright?", “right?", or by
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asking direct queétions such as 'is _ﬁhat. clear?”, "lis that
general idea clear?”. Work sheets indicate that Iall these
comprehension checks are uttered with risihg (question)
intonation;\ Further, they all occur at the end of the sentences,

hence they are easily idenfifiable.

r ,
Examples from the data

From LNS

46. "Extinction,. in other wordé) is the process whereby a
conditioned behavior essentially disappears in the absence
of reinforcement, right?”

From LNNS

47. "And not only that, but these stimull we have already
defined 1in a previous section as primary reinforcements.
They are not acguired. They don’t have to be learned. They
are naturally reinforecing, o.k?"

48. "S5o0 that’s all that we wanted to say about drive here. Is
that clear?" :

w

Findlings. ) -

The findings indicate that there are no differences worth

d

mentioning so far as the forms of +the comprehension check
strategies are concerned in these data. The expressions used are

remarkably similar. Only their relative frequency appears to

differ.

The professor has checked the addressees’ comprehension 33

r
A

times in the LNS and 54 times in the LNNS. ~ In relation to the
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number of. sentences used in the LNS and the LNNS} 3864 and 261
respectively, it can be said that the professor has attempted to
check .the interlocutors' qgmprehension of the ongoingidiscourse.
on an average, once in 11.63 sentences in the LNS, and once in

4 .83 sentences in the LNNS.

Summary
, .
Comprehension checks in the LNS : 33 times ; on an average of
. . . one in every 11.83 sentences
. L3
-Comprehension checks in the LNNS : 54 times ; on an average of

one in every 4,83 sentences

4

Self Repetitions

- A self .repetition, in this study, can be defined as any
repetition by the professor, either_partial or complete, of any
"of his utterance(s) which occurred within the precedfng five
senténces. The repetition can be in the same words or can be a
i.e. a “semaﬁtic repetition”

!
(without shortening the semantic/ content of the utterance). The

paraphrase of +the previous versio

purpose of the self repetions seems to be twofold : (a) effective
and efficient conprehension and (b) an indication that th

utterance under repetition is seminal for an understanding of the

ongoing discourse topic.

Findings
In the whole of data set II, with regard to the LNS, there
is only one instanée of squ repetition. It is an instance of

partial self-repetition. The self-repetition is given below:
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Example

Preceding Utterance
49. "So shaping is therefore essentially the conditioning which
takes place when you want to-teach an organism a complex
behavior - sequence and when you—find it most efficient to

do that by breaking it up into a variety of simple
cngonents and then teaching it, one component at a time".

(Two sentences later)
Repetitive Utterance

50. "Shaping is a conditioning technigue which is really a
variation of instrumental conditioning whereby you break
up a complex behavior into a sequence of simple components
and then condition the total sequence, one component at a .
time, using the principles of instrumental conditioning".

i
”

.
Note that the utterance (49) which is repeated is a simple
. paraphrase of the preceding utterance. ThQ repetition is not

Y

exactly in the same words, however, theretis neither any addition
nor deletion of the details of thé preceding utterance. The
‘phrase "instrumental conditioning" which occurs in the dtterance
which is repeated seems to be additional information but is not
actually additional information. It refers to the process of
breaking up a complex Behavior into smaller units and teaching
them one unit at a time. This in fact is the semant?c content of

the 1initial utterance. Further, +this concept has already been

taught to the interlocutors..

In the LNNS, there are fourteen instances of self

repetition, evenly spread, on an average of one in each fifteen
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utterances. Seven of them have been repeated two times. And all

™

thése ‘repetitions are complete repetitions opPosed to. what

the literature calls “partial repetitions".

Examples ,
From LNNS . ’ S
Example 1 ' g
51. tAnything which satisfies a drive_ is reinforcing for the
organism".
(one sentence later) *
b2. "Whatever satisfies a drive is reinforcing”.
(one sentence after (52))
53. -"So the idea of drive here is that stimuli that satisfy
drives are reinforcing“. 8
Example 2
54, - "In fact, the reinforcement, to be really effective, has to

be immediate”.
(one sentenceAlater)

55. "So the effect of delay of reinforcement is that immediate
reinforcement is best".

{one sentence after (55))

56. "So reinforcement to be effective has to be as immediate
as possible".

Interpretation

Comparing the relative frequency of self-repetitions in the
LNS and the LNNS, it is evident that repetitioﬁs are one of the

ihportant features of the input language provided to the
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nonnative speakers in this university subject’matter classroom.
It has occurred only once in the whole of the data in the LNS but
fourtaén times in the LNNS, on an average of one in fifteen
sentences. Other research shows that in the early stages .of
language Qtudy, thé‘nonnative student-listenefs may nof héve the
ébtﬂity to distingulsh between the essenfial and' the non-

&

essential all utteranceé take on equal importance. The .

'comparatively frequent occurrences of self-repetitions in the

LNNS may have been intended to make sure that these non-fluent
speakers understood with ease certain important propositions.

Moreover, all repetitions are complete repetitions.

Bummary )
Self repetitions : LNS : Only one ; repeafted only once *
LNNS : Fourteen ; Seven of which are repeated
twice
Elaborations

Elabofatiéns are a form of repetition in the sense that
here the semantic.éontent'mbntioned in the preceding utterances
is repeated. However, they differ from self repeﬂitions in the
sense that here more details are added in order to ©provide a
broader view of the pfoposition one has been communicating. The

added details are generally in the form of examples.
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Most of the elaboratipns in both data sets start with

appropriate connectors such as "In  other words...."  or

"Generally speaking”, "In general.." Hence, it is not at all

difficult to identify them.

"Elaboration" has been used comparatrely more frequently in
the LNNS. It occurs at nine places in the LNNS 3nd only at three

.places in the LNS..

Examples

From LNS

5T. "Generally speaking, stimuli which satisfy a basic drive
such as food or water or touch or just a wvariety of
stimulation, because they satisfy a need for the organism,
tend to be reinforcing and can usually be employed as
reinforcements"”. ’

e

This utterance has been elaborated in the following way:

58. "As a result, as a reinforcement, we can use things like
food, we can use things like water, we can use, uhm,
touch, as a matter of fact. Uhm, you can take an albino
rat and uh, ~ stroke it - or you can take a child and hug it
or things like that. 5o you can use things like touch, or
you can *use, uhm, a variety of what I would call
stimulation so that, uh, for example, if you allow a young
child to go into a room full of toys provided the child
has done something. The <child has this kind of
exploratory, uh, drive and this need to come into contact
with changing environments and with changing stimulation,
so you can uyse that as a reinforcement”.
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From LNNS

59. "In general, the greater the amount of reinforcement, the
‘stronger the conditioning".

This utterance has beeﬁ elaborated ai follows:

60. ., "In other words, you will find +that the conditioned
response- is acquired more quickly and is performed wmore

. frequently, more often, if you have lots of reinforcement

- than if you have a little bit". __ _...—

Summary
Elaborations :: at three places in.the LNS

; . at nine places in the LNNS

R
Simplification :

A % .Simplification 1is a communication strategy by which zhe
ﬁative speaker paraphrases the precedlng two or more, utteranees

-

qith “a very simple utterance. The purpose of simplificaﬁion

strategies seem to be to give the gist of the utterance. The gist

¢

of the utterance(s)‘shall either immediately follow or may come.a
little later. A sieplification strategy 1s different from self-
repetitions in the sense that here what is attempted is a pre01se
summary rather than & restatement of the preceding utterances.

Simplification sTrategies are easily identifiable since they

always contain expressions such as, "In short”, "In brief.."

~ - .
etc.
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-In the given data, simplification strategieé occur only in

the LNNS;- further +they are evenly spread. Simplification
. . ‘ 'S .
strategies do not occur even once in the LNS .

Examples
From LNS
/
Preceding Utterance N
B1. “So the drive is the inner state which is experienced in

response to a need and which energizes the organism to go

and find something that will answer the need".
Simplified Utterance

62. "So, uhm, to put it in a simple way (writing on board as
~well), a need - water, the corresponding drive is thirst”.

For yet another example

¥
Preceding Utterance
. f"
63. "I we continue to give the conditioned stimulus alone, the

animal will -eventually-lose the response, the response
will disappear and we said that disappearance is
extinction”. : '

Simplified Utterance

64 . "So extinction, very briefly then:\}s\;he disappearance of
a conditioned response in the absenca of reinforcement,
o.k.?" A :
: \

\

It can be noted from7thé-first example (61) and (62) that

-~

simplification strategies7also involve extralinguistic features
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such as blackboard use, apart from being comparétiVely frequent

‘in the LNNS. . - - .

- Summary

N\

‘ Simplifidatioh Strategies : LNNS : ‘thirteen; On an average of ore

in every twenty sentences

LNS : NIL

" Summary of the Findings

The * overall findings on communication strategies are given

in the following table (36)

-

Table 38 : Communication Strategies in‘the LNS and the LNNS

Total no. of sentences in the LNS : 384 - -
Total no. of sentences in the LNNS : 261

Communication Strategies LNS LNNS
Comprehension.Checks . ' 33 54
Self-repetitions ' 1 14
Elaborations » 3 19
Simplifications : 0 13
Total - 37 90

X2 = 12.38 (df 3) p > .01

Conclusion
In the present study, communication strategies can be said

I

to be a result of the native speaker’s active involvement in
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getting the content mattef'of the prescribed lessons across his
. addressees,. '. It can be " observed from Tgble (36) . that
communication strategies are significantly less freéuent in the
LNS. Their more frequent occurrence in the foreigner register
is an indication that +the native speaker was .giving the
linguistically less proficient students more than one chance to
figure out what has been. said. This he does maiﬁiy because : (a)

) .
the amount of oral language +the\ less proficient nonnative

épeakers and the native speakers caﬁ- éal with in a given length
of- time differs; (b) the less profig¢ient nonnatiQe speakers
may not have the ability to distinguishltﬁe essential from the
inessential éﬁd (c) the less proficient nonnat&ve speakefs may

lack the skills to-reconstruc} phe whole of a message due to

their inexperience with long stretches of discourse.

s
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VI
SYNTAX

Introﬂucf;on
. Syhtax ‘has been the fochs'of_research studies in first and
second languageracquisition for at least three decades. 1In spite
of the vast amount Q{ research carried out in the field, it still
is not clear whether growth in language learners’ syntactic
systeﬁ reflectg development of a +truly 'independent language
system or whether it is tied to (and thus perhaps reflective of)
their general cognitive growth/cognitive ability. Withou£
involving Tyself in any of these fesearch preoblems, what I have
attempted to determine here is.whether the LNS discourse is
synfactically .more complex. In my analysis,” I have used three

measures : (a) transformational complexity, (b) mean length of

utterénces and (c) semantic complexity.

Transformational Complexity and Comprehension

| For many thedretical linguists, the fﬁrmal operation on
which the linguistic grammar assigns a stfuctural description to
a sentence corresponds step by step to the psychological
‘processes by which an-individual assigns a structural description
to a sentence. Hayes (1870) has labelled this hypdthesis, "the

correspondence hypothesis",

Brown and Hanlon (1870) while trying to find 'empirical

[
validity for "the correspondence hypothesis” suggested that it is
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Y
“the cumulative d¥rivational complgxity“ of the form +that has

:psychological validity. They provided the following definition :
. ¢

.. L g . . .
"Y has a greater cumulative derivatiocnal complexity
than X (X<Y),. when the derivation of a sentence Y

> applies all the.rules applied in the deriwvation of

a sentence X, plus at least one rule not applied
in X, '

In +this research, I shall not attempt to study the

relationships between the various sentence types which occur in

the data, or the degree of complexity in their cognitive

‘processing. Rather, interpreting the criterion of complexity in a

broader ‘perspective, I shall mérely attempt to see whether the

syntax of‘LNNS is5 less complex than that of the LNS. .

Simplex and Compléx Tfunits

For Hunt (1870:4), a T-unit is a main clause plus all
subordihate clauses and nonclausal structures attached to or
embedded in it. T- unit analysis is particularly objective and
easy to compute, and in the last ten years, it’ hqs galned
increasing recognition as a more wvalid index ;f syntactic
complexity than other measures, including sentence length.
However, it should be noted that the T-unit analysis_ broposed by
Hunt is a‘measure of the increasing productive abifgiy of +the
learners rather +than a comprehension model, and it is not

entirely suitable for the latter purposes. The followiné

observations will make my point of view clear.
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Methodélogical Difficultiss in Using Hunt’s T-unit Model (1986y

1976)'a5 a Measure of Sentence Comprehensibility

- (a). Neglect of co-ordinated mentences
As per the T-unit analysis proposed by Hunt , co-ordinate

sentences like the following contain two T-units.

(1) The fence is painted énd the house needs r;pair

(ii} The fenée was painted after the house was painted

(1ii) The fence was painfed before the house was painted

(iv) The fence waé painted while the house was repaired

{v) The fence will be prainted or the house will be repaired
Co-ordinated sentences are not included in the T-unit

analysis proposed by Hunt basically because his is a production

model. Since conjunctive relations are encoded not in the form of

grammatical structures but in the looser, more pliable form of

linkages between the components of a text, as a production model

analyst Hunt is not interested in méasuring them. For him, it is

the syntactic maﬁurity of ‘the learner, specifically how he

acquires the subordinate clauses, which is of interest. As such,

he does not give much importance to the acquisition of the co-

ordination +transformation in the mat;;ity process since co-

ordinated sentences are generated (according to the early Aspects

models) by inserting a conjunction.
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(b). Inherent semantic complexity 6£ conjunetions

‘There 1is no & priori reason that co-ordination should be

-

neglected in a measure. of comprehension, particularly when the
Py 4
- co-ordinating lexical - devices such as “before“, "after”, or

"while" are used, since these conjunctions have a greater

~

semantic role to play than some others in realizing the potential

meaning ‘of the sehtences they co-ordinate. For instance, for
‘ ﬁnderstanding the complete meaning of the example sentences, the
listener will have to refer to the initial sentences as per the
expefimental findings by gaplan {1874) and Wanner and Maratsos
(1974)f These researéhers. have suggested +that difficulty in
processing co-ordination and relativization arises ﬂot 7o) mucQﬁ"
from the number of clauses atte%pted, but bquuse of the need to
use valuable memory resources in holding information. Various
results supporting ‘this view have been reported by +them. The
immediate implication of this hypothesis is that certain sentence
types are more difficult overail than others and that processing
load will vary from moment to moment during the processing of a.
sentence. In brief, according +to this view, co-ordinated
sentences may be comparatively éasier to process than relative
sentences, but there is no reason to believe that co-ord;nated
sentences should be broken down to 1its constituent sentences
while the relative sentences should not be.
!

(e). Rule regularity

Fdllowing the production model, 1if one is geoing to argue

that subordinate sentences are composed of only one T-unit and

-
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that co-ordinated sentences are composed of more than one T-unit,

then there must be a general rule by which it must be shown that,

the comprehension processes involved in ,fhe co—o;dinated
sentences {given the wvalue of 1+ ) are greatér than fof the
complex sen%ences {given the value of 1 only) since the Qalue ot
1+ is ereater than i. However, it is a well known fact that the
research findings are  in £he opposite direction. It is the
.complex sentences which are semantically more complex than the
co-ordinated éentenceq_in terms of cog;itive involvement (Kaﬁlan
1974; Wanner and Maratsés 1974).
(&). Co-ordinated sentences are not all that simple

Research reveals that transformationsvlike "gapping” which

are prevalent in the co-ordinated structures also require

encoding and decoding skill.

(o). Methoqological difficulties

Certain methodological difficulties also will arise if we
use Hunt's model as a comnghensibility index. For example, the
following sentences, the fence was painted after the house was"
and "the fence was painted and repaired"” will have only one T-
unit as per the analysis whereas sentences such as "the fence was
painted after the house was painted” and "the fence was painted
and then it was repaired” will have two T-units. This sort of
'an§¥ysis, obviously, is a methodological error since the gapping
transformation occurring in all these sentences differs from each

o

other only in terms of the syntactic categories deleted.
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A
In order +to modify the anlysis to suit a comprehension

model, what I prefer to call a discourse T-unit (DT-unit), ‘aé
already defined in section onA\Topic Density’ shall contain a
single independent clause toéetﬂer with all ;ts
independent/subordinate and non clausal structures. According to

this measure, as the learner matures, his/her ability to

comprehend syntactically 3pmplex T-units incr@ases. Note that in
the model I wish +to propose, I intend _to measure not the
syntactic maturity of the speaker Put the ralative

compreheﬁsibility of certain sentence type or the listeners.

In bj;er to characterize ‘the complexity involved in the
processing of DT-units, I shall divide DT-units into two types

Simplex DT-units and Complex DT-units. .
1

A simplex DT-unit, by defiﬁitioﬁ, consists of only one
independent clause and nothing more or less. A cohplex DT—uﬁit,‘
on the other hand, by definition consists of an independent
clause plusnﬁt least one more dependent/independent clause.

According to the theory of cumulative derivational
complexity, note that all complex DT-units must be comparatively
more complex to process than the simplex ones for they contain an
independent clau§e plus something more, whereas simplex DT-units

contain dnly one (independent) clause and-nothing more.
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Findings with regard to the distribution of simplex and

complex DT-units are given in the following table (37):

Discourse Total # Complx.DT~units - Simplx.DT-units

' DT-units # "% # % -
LNS 384 293 76.30 91 23.70
LNNS 261 177 67.82 - 84  32.18)

X2 = 5.4 (df 1) P > .025
! i )
H
The above table indicates that complex DT-units occur

significantly less frequently in the LNNS than in the LNS.

Complex DT-Units : SDT and CDT-units

| Cq@plex DT-units can further be divided into.two sets, those
.complex DT-units which are made up of co-ordinated sentences and
those which are not. The former I shall call co~ordinatedl
discourse T-units (CDT-units) and the latter, I shall  call
sugﬁrdinated discoufse T-units (SDT-units). A major reason for
dividing the complex DT-units into CDT-units and SDT-units is
that c¢o-~ordinate clauses enjoy egqual ranking with the principal
clause 1in terms of surface structure in a CDT-unit wheress
subordinate sentences do not enjoy such equal ranking with the
principal clause ‘in a SDT-unit. Furthermore, +the only major
transformation that normally +takes place in the CDT-units 1is

gapping, a transformation which research indicates +tends to

appear very early in the process ofe language acquisition' (Clark
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ggd Clark, 1977),- whereas in a SDT-unit, multiple complex

transformations can take place resulting in far more semantic

complexity.

The following are the find;@gs with regard to CDT and SDT-
. %

units :

e+ ———

Table 38 :* Complex discourse T-units : CDT and SDT-units

———————————————————————————— e E e e o R S b e e e e e e e A e s e mae e s e

Discourse Complex CDT-units SDT-units

Type: DT-units . % %
LNS 293 96 32.76 187 67.74
LNNS 177 82 46.32 85 53.68

The above table indicates that CDTfunits occur

(significantly) more frequently in the LNNS than in the LNS. -

Absence of certain sentence types in the LNNS data

In this section, I shall give examples of the various types
of utterances which we find only in the LNS and not at all in the
LNNS data. These will be discussed after all the examples have

been presented:
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A: Emphatic Constructions with “do“ insertion

65. “"The rat really did seem to be enjoying this thorough;; or

the monkeys did seem to be enjoying this thoroughly”/

"It did appear fhat brain stimulation could act as a

reinforcement"”. &
i

There are nine such emphatic constructions in the LNS.

‘B: Sentences; with = auxiliary "ha#e“ and lexical “have"
combinations: : :
67. "On the eleventh trial, he put food here for both the rats

that had had food before and those that had not".
€8, "Well, the ones that had had food ran it right away".

There are eight such sentences in the LNS.

C: Sentences with two and more negations : B

B9. "The ones that had not, not surprisingly still didn't do
very much except eventually they found the food".

T0. "But +the rat if placed again in the maze many . times will
not have a tendency to go to the goal box, not so much
because it doesn’t know where it is, but rather because it
hasn’t had any particular reason for going there".

There are fifteen sentences with two or more negations in the

LNS data.

b

The total absence of the use of emphatic constructions with

lexical "do" insertions (Type A), auxiliary "have" and lexicai

"have" combinations (Type‘B) and double negations (Type C) in the
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LNNS data is an indication that the professor unconsciously

avoided = certain sentence types which require extra

A

h-

transformations which bring with them certaiﬁ semantic niceties. .
hi‘fact, I prefer to cail such extra Eransformations “syﬁtactic
redundancies” since these are all tranéfofmations which are very
much different from what Chomsky (1957) calls "basic

transformations". Basic transformations are obligatory for the

por—

grammaticality of senténces.'SyntaCtic redundancies, an the other
hand are transformatioﬂs that do not contribute té_ the
grammaticality of sentences since a sentence is grammatical or
not. And They simply apply on already grammatical sentences to
bring in certain finer meanings. Eor example, note that in all
the examples, transformations involviné "do  insertion”,
"auxiliary have insertion” and one or two negatiohs can be done
away'with without affectirng the general meaning of éhe sentences.
This insight into certain sentence types which occur in the
LNS but not in the the ﬂﬁNS data may be one of the
éharacteristics of _foreigner speech. However,' only further

!
research must conffirm this hypothesis of syntactic redundancy.

Mean lengtﬁ of units .

Psycholinguists working in second language acgquisition use
the mean length of a T-unit as a syntactic index against which
stages in language development can be measured. A number of

studies of input langdage indicate that as the learner matures,

T-units in +the input language also tend to become longer. Apart

. 169
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A
from this, results from lailargé number of studies of recall
accﬁracy and storage space ﬁtilizaﬁion ciearly indicate that ‘the
gkeater the length of a,syntaétic unit, the greater is the memory
s;ade ipéed and longer the time required to recggnise it
(Ciark and Clark'lééa; Craik_lSVO)U‘ In other wbrds, the longer

the average .length of a syntadtic unit, “the greater is its

édmplexity.

-

?

[}

Epr.the purpéses of this researéh, I shall measure only the
DT—units. If the professoriis providing comprehengible language
input at the highest level the nonnative sbeakeré-can process,
the.‘mean- length of a DT-unit in ﬁhe LNNS will be a rough

' b B 6 - R
indicgtioégg& the comprehensible syntactic index of

speakers under study.. The mean length of bT-
calculated by dividing the total ?umber of words,' cléuses or S5-
ﬁgodes by the total number of DT-units. The average length pf a
clause and a S—hodélcan also be measured. by ‘using._the samé
procedure., ) . _ . ¥ _ é

-]

/

Findings

Table 32 : Length of a DT-unit in words

Diécdurse DT~units Words Lengﬁh of a DT-unit
‘s 38a gsaz o 25.11 words
LNNS . 261 - 4406 ~ 16.88 words
, ’ 2 .
> :



-

. 4?\\ o : ‘ i 1%1"

. . - '
- B - e -

Table 40 : Length of a DT-unit in clauses

Discourse DT—‘gits clauses 'Length of a DT-unit
-—-—-—————------.___.______\____.-.....__..-..—.-....-.-.-..........._._.__...__...-_.-————.'-———“%—-—.—
LNS 384 1323 3.45 clauses )

. : _ \
LNNS 261 - 716 - 2.74 clauses

Discourse DT-units S-nodes Length of a DT-unit .
LN - 384 1084 2.85 S-nodes
LNNS ) 261 ‘ 605 2.32 S-nodes

,_Iable 42 Leﬁgﬁh of a 8-node in words “ )
Discourse  S-nodes Words Length of a S-node
s ogd 9542 - 8172 words -
LANS . 605 4406 - 7.28 words

. ‘ ﬁkﬁﬁ~ e
Table 43 - Length of a clause in words :
Discourse Clauses ~ Words  Length of a Clause
s 1323 9542 .~  7.21 words
LNNS 716 4406 | 6.15 words

et R s L L A A R A e e M e = e g v v ML b A A e R A i A e e v ey e T e e ——— —

The +tables (39-43) indicate that the syntactic units of the

LNNS are shorter in length than those of the LNGS.

In general, ‘the findings in this section indicate that

I3

CDT-units =~ are relatively more frequent than the SDT-units in the

&F
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LNNS and that the syntactic units of LNNS are shorter in -length

than those of the LNS.

Ed

Longest Sentences and their Representation in Tree Diagrams - |
In order to illustrate the differences indicate&- by the

above ufindings, I give below the respective 'longest utterance

" from each of the discourse samples. Each utterance is followed by

its tree diagram (Surface structure : Aspects model)

The longest‘uttgranoe from LNS:

71. "What will happen is that the child will come up with a four’
-  letter word; and then of course, every one will be

horrified and all kinds of consequences will befall the
child, .'and +the child will quickly find out that behavior
which ' is being reinforced by the peers may be punished by
the - by the parents, at least in certain situations and so
on, and the child will then learn of course, I will do this
in +this situation, I will not do it in that situation and
then a year later, ah.. the mdther may be, for example,
passing by the playground and will be absolutely shocked to
find her child using all kinds of four letter words because
it never happens at home”™ (127 words).

-

"
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The Longest Utterance from the LNNS:

72, "Ahm, have you noticed that children, for example,
children, ab, sometimes, you have a child whe is an angel
in the presence of the mother and devil in the presence of
the father or an angel at home, a devil at school, or vice

versa, and absolute terror at home and, ah, a model child
8 at school" (S8 words)

young

ahm, have ¥ou
noticed tha

children, for
example, young

chiddren
sometimea, yeou ‘ =
‘have a child
. - 8.
3 -
T
or
,S .
3 o
and g‘ " and
- an angel & devil
at bome at home
wno is an angel in  devil in the vice veresn, » 8 model child at .
the presence of presence of abaolute terrer school
the mother the father at home

4

//' S
~a
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The tree diaéramé reveal that co-ordination is the only
transformation that has been profusely used in the LNNS. On the
other hand, in the LNS, not only co-ordination but also multiple

subordination have been profusely used.

Syntactico-semantic complexity
In this section, I shall discuss some of +the interesting
findings which can be explained only in terms: of syntactico-

semantic complexity.

Modal Verbs .

English is one of the very few languages in which tense,
mood and aspect merge into one another. This is partly because
certain notions can be classified equally‘ well as modal,
aspectual, or'temporal, and partly because more distinctions have
been recognised than are overtly distinguished by the systematic
morphologlcal and syntactic contrasts which we label as ‘tense’

‘mocd’ or aspec\;E?The chief means of expressing ‘tense’, ‘mood’
and ‘aspect’ in English is by the use of modal wverbs (Lyons,
1968). In brief, modal verbs of‘English can cause considerable
difficulty to any noqhative speaker, owing to +the multiple

functions they carry out in the language system.

What follows are the findings with regard to the

-

distribution of modal verbs in the data :
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Table 44 : Distribution of Modal verbs in the data:

Discourse Total # S-nodes with %
Type S-nodes Modal verbs

LNS 1094 273 24.95
LNNS 605 107 17.68

Table 45 Distriﬁution of differentsypes of modal verbs in the

data: .
e S
Modal Verb LNS % LNNS %
wili 2 26.37 67 62.61
would 130 47.61 14 13.08
can 27 9.8 156 14 .01
could | 21 7.69 2 1.86
may . . 11 4.02 7 6.54
might © s 1.8
should ) ’ 3 - 1,08 l1 0.93
must ; 4 1.46 1 0.93
Total” 213 17

Table 46 : Modal verbs and their tense forms

ngcourse "Total # ° Modal wverbs % Modal verbs %
Type Modal verbs in present in past

' tense form tense form
LNS 273 114 41.78 159 58.24
LNNS 107 90 84.11 17 15.89

x2 = 55.46° (df 1) p > .001
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The tables (45-48) indicate two things, one that modal\verbs
are used significantly less frequently in the LNNS and two +that
84.§$¥ of the modal verbs in the LNNS cccur in their present

tense form as against 58:24% in the LNS.

The pfofessoé’s preference for the use of present tense
forms in the LNNS data 1s, however, not specific to modal verbs
aleone. In fact, preference for the use of present tense forms
seems to be one of the regular features of the input language.
The findings from the errall study of the tense forms of the

(lexical) wverbs confirm this prediction. The findings are given

below:

Table 47 : Verbs and their tense forms

Discourse Total Verbs in % Verbs in %
Type S-nodes present past

tense form tense form
______________________________________________ S
LNS 1094 749 68.46 295 31.54
LNNS 605 577 95, 37 38 4.63
X2 : 16.19 (df 1) p > .001 O 4
el

Apart from the above findings that the professor had é
preference for the tuse of preésent tense with regard to the o
nonnative speakers, an an?lysis was carried out to determine
which proportion of the present tense forms referred to past time

¢
in both data sets. e findings are given below:
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Table 48 : Tense forms'and.Time reference

Discourse , Verbs in Present tense

Type present with past time %
' tense form reference

LNS - 749 208 7

LNNS 577 42

The above +table indicates that there is'almost'one-to one
relationship _between‘ the tense form of the verb and the time
reference in the LNNS data. This is not so with regard'fo LNS. In
it, preéent tense férms have frequently been used to.refer to
_he rast, leading to a greater asymmetrical relationship bgtween

the form and the function.

-

That the professor did not want to confuse the nonnative

t

speakérs with the varied use of tense forms is further confirmed

by the almost total absence in the LNNS data of hypothetical "if

-clause " constructions which take past tense wverb fofms. The
findings with regard to hypothetical "ifeclause"”
constructions are given below: [ w
. f
Table 49 : Distribution of hypothetical ifclause constructions
in the ifclause sentences in the data:
Discourse Ifclause Hypothetical % regufar %
Type constns. ifelause ifclause
‘ constns. constns.
LNS 52 21 40.39 31 59.61
LNNS 37 2 5.41 35 84.59
X2 = 13.79 (daf 1) p > .001 A\



In short, fhe study of the modal verbs and the tehse;time
relationship  'in ~"the “"given- data reveals +that the professor
presented the nonnativé speakqrs with a simpler and a more
strightforward language system, , which in my view woﬁld be easier
to process for compfehension pﬁrposes. This conclusion is
Suﬁported by the total absence of certain sentence types which we

saw in the preceding sections.

Conclusion g

The study began with a quefy of whether comparatively more
complex sentences characterize the LNS data. Thé conclusion is
that not only syntactically more éomplex sentences but also what
I call "syn;actic redundancies"” exist only in the NS-NS. speech.
Theée findings,.- in brief, suggest that more complex sentence
types are unconsciously excluded by the native speaker from
direct presentation in the LNNS and that there is a relatienship

between semantic complexity and comprehensibility.

. N

- " 7
T T . i
Ve

& 179

L



VII
VOCABULARY

. Introduction
In discourse anél&sis, the usual way of analysing
vocabulary is by quantitative studies. Tpis study is different in

one respect; what is attempted here is not only a quantitat%ye'
study of word eclass distributions but also a study of
propositional complexity and word grammar as they rel to

certain word classes, in particular, nouns and adjectives,

Scope

- The four major lexical classes in English are nouns, verbs,
adjectives and adverbs. Of these four, the class of “adférbs" is
a mixed one in terms of the semantic, morpho}qgicél/inflectionai
'and syntactic critéria used to characterize them. Further, . the
cross-language generalization which one finds*in the treatment of
adverbs 1s normally absent in nouns, verbs and adjectives. These
three distribute systematically along one coherent 5eman£ic

dimension. Givon (1984:51) calls this the "Time-Stability Scale”.

In +this +thesis, I shall deal only with nouns, verbs and

adjectives, which behave systematically on a time stability
scale.
P
\.
H
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Organization

This section on voéabulary has four sSub-sections : the first
is a general quantitative study of the data; the second deals
with an analysis of noun phrases in terms of their Lpropositional
cqmplexity;' the third is an analysis of‘adjectiveé'in ﬁerms of

their morphology and the fourth consists of an interpretation of

the findings.

Quantitﬁtive Studies
ngntitative vocabulary studies are a ' particularly

valuable resegrch tool in discourse analysis, especially - when

[
3

there are two samples of.discourse under comparison. The studies
generally seek to get at differences in formal characteristics of
the lexicon used and at differénces in the particular content
expressed in the.two samples. In the present study, quantitative
"studies of wvocabulary are carried out_in'order to -coﬁﬁare (a)
word class distributions; and (b) content versus fungtion word
ratios, to determine whether +the presentations differ at either

of these levels or at both.

aAlong with the above quantitative studies, the ”t}pe—token
'ratio" {TTR) obtained by dividiﬁg the total number of_ words by
the total number of different words - has also been calculated.
The +type-token ratio measure has been used in this reseﬁrch in a
slightly différent way than it has normally been used. Instead of
calculating the type~token ratio for the general .;ocabulary, I

have calculated it for each of the three major classes of
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lexicon: nouns, verbs and adjectives. This I do in order tdlfind
out about how the particular word ciass has been used. The methéd
works as follows. Say that we have two texts A and B @or
comparison. Suppose that there are tWentf noun phrases in each of

these two texts. Further, if there are sixteen different nouﬁ

phrases in text A and twelve different noun phrases in text B,

" the TTR for the NPs in the text A is 20/16 = 1.25 and the TTR for

I~

the NPs in the text B is 20/12 1.66, Propgrly~ interpreted,
(TTRs of verbs and adjectives also remaining the same in both the
texts} +the léwer TTR in text A is an indication that a
comparatively smaller number of noun phrases are repeated and
that propositionally this text is comparatively richer than ' the
other, , each lexical noun 'phraée representing ; particular
proposition. A higher TTR is an indication that a'comparatively

greater number of noun phrases are repeated and that the text is

propositionally less rich than the other.

Findings

Table 50 shows the overall vocabulary distribution in data set I:
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‘Table 50 : Overall vocabulary distribution in data set I

Total number of words in the LNS = 9452 - ' : !
Total number of words in theLLNNS = 4406 -

No. Word class Occurrences % Occurrences * -
: LNS LNNS
. Nowns 1323 1400 721 16.368
2. Lexical verbs . 1173 12.41 539 12.23
3. : Adjeqti;es'”“ 137 1.45 44 1.00
4. Pronouns 1365 14.44 673 15.42
5. * Prepositions 818 8.65 306 6.95
6. | Indef.article 255 2.70 123 2.79
7. Def.article 555 5.87 261" 5.92
8, Adverbs 469 4.96 220 4.99
9. Others$<“ 3357 35.52 . 1513 . 34.34
agg_______ﬁ_____,___H_______ﬁ__________f ____________________ L
Total 9452 100.00 4406 100.00

._____.__...__..___._______....____,...._______..__....____.__...____.__.,_.___...._...____._..._.____

¥including non-lexical verbs

A

-Table (50) shows that there are no significant differences'

in the overall use of vocabulary between the two lectutes

! . e
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Table (51-53) is a study of TTR within the content vocabulary-

of data set i for each word-class.

Table 51 : Type - token ratio for nouns
Discourse Total no. Total no.of Type*tokeh
Type . of nouns different " ratio
nouns .
LNS 508 190 )2.67
LNNS 590 185 3.19

Discourée Total no. Total no.. Type-token
Type of verbs different ratio
verbs
LNS 275 136 2.02
&y
LNNS 459 120 3.83

Tt T o o ot o e o # m W T e o e e e A b A e W ey A e —

Discourse Total no. Toetal no. Typa-token —
Type adjectives different ratio
adjective o
LNS 87 66 1.31
LNNS 40 36 1.11
§

Tables (51 and 52) show that the type-token ratio for nouns
and verbs is comparatively higher in the case of LNNS than the
'LNS;\the type-token ratio for adjectives is however lesser in the

case of LNNS than the LNS (Table 53).
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‘Propositional Complexity of Noun Phrases ‘ e

Noun phrases;:a;e different from other word classes in the
sense 'that the propositional complexity of noun phrases can be
increased by any of three processes : compoﬁnding, co-ordination
or mﬁgification. The noun phrases resulting _out of. these

A\ .
procesges are called compound, .co-ordinate and complex noun

phrases respectively.

—r—— T - — .
For the purposes of this research, compound, co-ordinate and

' Y
complex noun phrases can be defined as follows:

A compound noun phrase, by . definition, consists of a noun on
the right and a.noun on the left as in the following examples:
"response differentiation”; "Skinner box™, T~  "igsight

learning” ,etc. *

A co-ordinate noun phrase, by definition; consists of two or
more nouns or noun phrases co-ordinated by co-ordinates such as
‘and, or, etc., as in the fol1owing examples . “motivatibn and
émotion", "either rats or monkeys or whatever", "food or water or

touch or just a variety of stimulation”, etec.

| o

A complex noun phrase, by definition, consists of a head
noun (phraﬁe?ﬁfmodifiedf by the use of at least one dr more
prepositionall phrases as in the examples such as “functions of
the body", “the sources of energy of the organism in a stat; of

need”, "a sort of clear signal”, etc. :
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An analyéis . of thess three' types of noun phréges is
particularly important for determining the propdsitional content
of a discourse. * For example, “say a part{eular scéurse has 20
ﬁT—uniés and 56 S-nodes and that the oceurring noun phrases are
all simplex noun phrases. On the other hand, another comparable
~discourse may contain”15 DT-units and 26 S-nodes. Yet 1if ‘the
second discourse contains mostly complex noun phrases, then the

second discourse may prove to be richer than the first one in

" terms of propositional content.

A

Now consider the following findings for data set II

——

Table 54 : Distribution of compound, complex, co-ordinate and -
simplex noun phrases in the data : -~

Dis~ - Totél- Compd. Co-ord. Cbmplx. Simplx.

course no. , noun noun noun noun

Type nouns phr. % phr. % phr. % phr. %

LNS 508 39 7.68 165 = 32.49 22 4.33 282 55.51

LNNS 590 . .18 3.05 63 10.68 8 1.36 501 84.92

X2 = 116.33 (df 7) p > .001

The +table indicates that only simplex noun phrases occur
in a comparatiyely greater number in the LNNS data. Compound;

complex and co-ordinate noun phrases are comparatively less

frequent. : .
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Types of gpmpléx Noun Phrases

i Complex noun phrases in the data can be categorized into

.four types in terms of the number of modifications they undergo

in their generation. What follows isla study of their types:

Type A

TypE B :

Type C

Type D

.. a4 - .
]
A head noun %Fd one modifying prepositional phrase, as’

in the example "a lion in a circus act”.

A head noun (phrase) and two modifying prepositional
phrases, .as in the example : “A qdite specific meaning

in the context of instrumental conditioning".

A hezd noun (phrase) and three quifying prepositional

phrases as in ‘the example @ "a good knpwlédge of

principles of learning from psychology”.

A head noun (phrase) and four modifying prepositional

phrases as in +the example: 'some investigators in

.. Montreal - at MecGill university by‘the néme of 0Olds and

Milner". . )
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occur in it at"all,

Table 556 : Types of comp%ex noun'phféses

Disc. Total ‘ /-- .
Type complex Type Type Type  Type

noun phr. . A % B % cC. % D %
LNS 165 129 . 78.18 23 13.94 10 6.06 3 . 1.82
LNNS 63 55 87.30 6 9.52 2 3417 0

- . ‘
TaBle 55 4indicates +that among the complex noun ‘ﬁhrases,

Type A the least complex of the four, occurs comparatively more B

ofteg'in‘the LNNS.~ The most complex of the four, Type D doesn’t

AdJjectives _

&
For the purposes of bringing out the complexity involved 1in

the use of adjectivéé. I have analysed them. in terms of clgss
changing derivative morﬁhology.
)
Clasa Changing Derivative Morphemes .
Certain sets of adjectives in English can be formed either

from nouns orrverbs by affixing whaﬁ are called "class changing

derivative morphemes". For example, the class changing derivative

morpheme "-al” 1s added to the noun "instrument” to form_ the
adjective “"instrumental” ; likewise, the class changing
derivative morpheme "-ive" is added ta the verb “"associate "to

form the adjective "assoclative".

A
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© It is "hypothesized here that a .text containing a :greater
véfiety of class changing de{iy@tivé mofphemes in their adjective

formétioh may be comparatively more difficult to process than one

with a more limited set.

-

Findings

Isble 56 : Class changing derivative morphemes used in the
; formation of adjectivqg from nouns in the'data:

Discourse Class: changlng derivative morphemes—

LNS -an, -ic, -ous, -al, -ive, -ed, -ly, -ful, -~able
LNNS -al, -ic, -ful

Table 57 : (Class changing derivative morphemes used in the

formation of adjectives from verbs ‘in the data-:

D;;course Class changing derivative class changlng
Type - morphemes-suffixes -deryvatlve
"\ morphemes-prefixes

____________________ ?l___—~_,7___ﬁ_________n___T:_“__T____A_q____
LNS -ed, -ing, -able, -ive, -al, o im-

i ' . | |

-atory, -en . el
LNNS ~ed, -ing, -iveTZen
A B

Findings

It can be seen from the abdyve tables that a comparatively
greater wvarlety of class changing derivative morphémes are used

N N
in the LNS in the formation of adjectives from nouns and verbs.
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Summé_' of the findinga

The following are the major modlfications made’ in the LNNS

- with regard to vooabulary :

»

(a) use of a hlgher type token ratio for each of the content
) word classos except\adjectlves z-(Tables 51 - 53)

(b) use of- a lesser proportion of compound, complex ang co-
ordinate nouns and greater proportion of simplex noun
pPhrases (Table 54)A . ) _ ‘and. '

'(c)_ use of a lesser number of class hanging - derivatiﬁe
morphemes in the formation of adjeoti 5 ffom nouns and
"verbs (Tables B6 and 57]. .
"5
.Interpretation
- Tho/use of a slightly greater number of nouns (16.36% in the

LNNS and 14.00% in the LNS) coupled with a higher TTR for nouns

in~ the LNNS data is an indirect indication that verbs with al

lesser number of arguments are“used 1nﬂéhese data compared to the

LNS. This can be confirmed by what is called "noun verb ratio”

(NVR) which can be arrived-at by dividing the total humber of

t
nouns by the total number of verbs which occur ™ir” the data.

Calcu}ations indicate that NVR in the LNS is 1.85 ind NVR in the
LNNS is- 1.29. Highef NVR is a direct indi ation that a
comparatively greater number of verbs with soveral arguments are
used. Conv;rsely:‘theplower NVR Iﬁ-the.LNNS is an indication that
in these data, Qerbs .with several arguments are less frequent.
Previous research has revealed that two place argument verbs are

comparativéxy more difficult to process cognitively than one
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plgce argument verbs and that thé‘three rlace argument vegbg. are
comparatively Te diffiéult to prodess than the one and the two
place‘argument verbs (Chom;ky,\ l§65). This means.tha%“verbs that
occur .in the LNS are comparatively more complex tolprocess than

those that odcur in the LNNS.

The use of a lesser number of compound, co-ordinate and

complex noun phrases 1in the LNNS indicates lgss information

content compared to the LNS. 'In a way, then, the progositional

complexity of the noun phrases is comparatively less complex than

- the  LNS. This is confirmed by the lower percent)ge of

——— — Fa

" prepositions in LNNS (8.65% in the LNNS and 6.95% in +the LNNS)
also. Note in this regard- that in the English language system,
prepositions always bring in either modification or extra

details.

—— o —

The use of a lesser number of class changing derivative

morphemes is an indication that the adjectival system used in the

LNNS 1s comparatively easier fto process.
The findings -in general indicate that vocabulary in the: the

LNNS is. propogitionally less complex,- and reflects less rich

content.

o o~
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CONGLUBION

: =

Major Findings 7
The aim of this research was to identify and study the
linguistic and extralinguistic édjustmeﬁts made for nonhative
épeékers ‘at -the discourse level in a university 5ubject—ﬁapter

classroom which may facilitapﬁ- perception and conceptual

understanding ©F +the input language. The major findings, in

“géneral, confirm that the'examéle of foreigner register in this

'gase study is characterized by modifications in the. fréquency or

4

%requency range of the various phonological, lexical; éyntacfic,
semantic and discourée options present in the standard langpagea?,
The findings,_‘in general, 1indicate that in addition to thg
generally recognised features of foreigner register observed ‘iﬁ
other studies, such as syntactic complexity (the shorter mean
length of T-units, S-nodes, ciausej ,  preference for the use ofh
co-ordinations) and lower type/token vocabulary ratios, there
exist many more distinguishing® features ranging from the
discourse level to that of minimél.syntactic categories.

In this study, the discourse addressed to nonnative speakers
used a significantly greater proportiop of (1) discourse
adjuncts,-'(ii) topical (as opposed to dummy) subjects, giii).
topic recycling (as opposed to topic réintroduction) sﬁrategies,
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(iv) parallel (as opposed to éequential) progreésfbn and (v)
simplex '(as opposed to coﬁplex) speech acts. Furtherﬁore, the
discourse was characterized by a lower- frequency of multiple
cohesive ties. Also, multiple cohesive ties, when they ogcurred,

were in closer proximity to one another. There were.'no

quantitative differences in the distribution of_pronouns. Aﬁ the
minimal syntactic category level, complex phrases were less
frequent and . there was a significantly smaller proportion of
class éhanging derivative morphemes.
}

Interpretation

"In this section, I §hall attempt to show how the discourse
modifications as seén“ in the fourth chapter make the inpﬁf
laﬁguage perceptually, conceptyally, and cognitively simpler
compared +to that produced in native speaker-nativeispeaker (NS-
NS) communication in a parallel Siﬁuaﬁion in_ terms of the
cognitive involvement required. In short, the general resea?ch
gquestion is whether. the LNNS data set 1is cognitivel} less
demandi;g for processing purposes than the LNS data set. For
this, arguments'from three different areas will be use . They are

(i)-baékground knowledge, (ii) proce;sing strategies and (iii)

short and long term memory.

I.Background Knowledge

Immanuel Kant élaimed as iong ago as 1781 that new ideas"can-
havé meaning —only when they can be related to something the
individual already knows., This applies as much to second language

comprehension as it does to comprehension’ in one’s native

. . 193
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language. Recent empirical-research in the field which has come
to_.be known as schema theory has demonstrated the truth 'of the
above observation. It indicates that what the addressee brings to
the comprehension task is ﬁgre pérsuasive and more powerful than
the geﬁeral péycholinguistic model suggests. According to schema
theory,."a text only provides directions for listenqrs or readers
as to how they should retrieve or construct meaning from their

own previously acquired knowledge" (Carrell and Eisterhold,

1980 : 556). In other words, language understanding is an active
process involving the interaction of sensory/auditory
information with our general knowledge of the world.. The

knowledge sources function pogether in c%nstruction of the most
plausible interpretation of the input signal. The details of how
these systems work together is not known, but that they do is

clear.

Qut of the many factors which contribute to the realisatlon
of backgound information via the oncoming input signals, I shall
discuss here only those which may have provided such ;nfonmation
to 'thé'-nonnatfve speakers in a ~comparativel} more 7.easily
perceived ;nd cognitively less demanding-manner. They are : (a)
context information (Carrell, 1985), (b) transparency, (Cérrell,
1985) and (¢) narrow listening (cf. narrow reading (Krashen,

"1981)).

L 8
1 prefer +to call these three factors which c¢can provide

background knoéledge "global strategies” since +they help to
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determine the global meanings of fragmen?s of the d?ﬁaourse or of
the discourse as a whole. in other words, infermation about the
overall thehe' of the discourse does not merely come bottom « up
from local meanings of words and sentences. We often make a guess

about the theme af a discourse on the basis of inferenpes from

interactional situations; hence the use of global strategies.

A. Context Information B

‘ Context information generally refers to the presence of
titles and illustrations (See Carrell,. 1985). In the given data
sets, the following are some of the ways by whicﬁ context

information is provided.
i. Topical sentences

In both data sets,. tog}cal sentences function as titles and
exampleé as illustrations.

—— >
ii. The occurrence-;f a global speech act

The occurrence of a global speech act inrthe LNNS data 1s

particularly important for it narrowg the scopé of the possible

interpretations of ithe discourse. The listener gets a semantic

/
/

awareness of the étructure of the ongoing discourse even without.

syntactically parsing the sentence.

“B. Transparency

—_—— —

For Carrell, transparency refers to the absence of lexical

——

items with highly specific meanings. Broadly interpreted, this

can be said to refer to (i) the use’of less complex semantic

196
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rconcepts _and (ii) less complex argument structure, or what is

calféd»argumeﬁt simplicity.

—

i. Umse of leas complex semantic concepts

Recall that less complex noun phrases characterized the LNNS'

- \ .
. data. An experiment by Kintsch (1974) indicated that the amount

of time required to read and remember én propositiomr - *ts

-

L) -

'\propdrtiqizl to the number of component-propositions in its base.
i

The implitcation of this finding for the present research:is that
the comparatively 1less frequent: occurrence of complex noun
phrases in the LNNS makes this discourse comparatively easler to

process. N

ii. Argument simpliciiy
The Jlower noun-verb-ratio in the LNNS- data is an indication .
that argument .structﬁre in'tye LNNS data set is comparatively
less complex.
C. Narrow listening ‘ ' ”’j
The cbﬁcept of narrow listening can also befaépliedito the
nonnative speakers. The é;ﬁ;ept is based oé‘what Krashen calls.g

"narrow reading".

Krashen’s term “narrow reading"” refers to reading that 1is
confined to a single topic or to the texts of a single author.
Krashen suggests that "narrow reading,” and perhaps narrow input

-

in general, is more efficient for second language learning"
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{Krashen, 1981 : 23). For him, students who reqd either a single
topic or a single author find that the text becomes easier 'to
e ) -
_ff’”4gomprehend ~after the first few pages, thus providing

) comprehensible input for language acquisition.

In the :ﬁresent context, what I préfer ﬁo call ‘“narrow
listening” can be defined as listening to a discourse +that is
confinedl to a particular subject matter by a single speaker.
Listeners, in this case, adjust to the repeated Vocabuiary of a
particular topiv as well as to the particular style of thé
speaker. Furthermore, repetitions of vocabulafy, structures ang
content mean that review 1s built into the listeﬁi
significant advantage from the schema-theoretic poiﬂt of vi is

"that schemata are rebgétedly acéessed and further expanded and
refined, resulting in increased intake. In brief, the concept of
"narrow li§tening" is evoked to show that apart from'other global
strategies, narrow listening may also augment the comprehension

of the subject-matter on the part of the nonnative speakers.

-

~

II. Local  (Processing) Stra%egies for the Retrieval of Meaning
As opposed to the glob .strategies used to evoke contextual

information, local strat/gies essentially deal with wvarious

o ‘ .
aspects of grammar. owever, +they are not strategies that are
formulated by the grammar; rather, they are, in essence,

cognitive strategies +that are used to "produce or understahd
structures that are specified by the rules of the grammar. In the

present context, the use of the following discourse modifications

¥

1
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in thé LNNS data may result in retriéval processes. which require

comparatively less time. They are: (-‘\

i. the occurrence'of a comparatively lesser number of anaphoré
which carry extended reference (Table 26 )

ii. the occurrehée of a comparatively lesser number of anaphors
which carry double reference (Table 28)

iii.‘ phe occurrence of a lésger number of anaphors per

antecedent (Tables 29 and 30)

iv, the occurrence of a comparatively shorter clause length
(Table 43) \

V. the occurrence of comparatively shorter S-nodes (Table 42)

vi. the occurrence of compératively shorter ‘DT-units (Table 41)

o

vii. the cleoser distribution of text—forming anaphors and
antecedents
viii..the use og'a lesser proportion of compound, complex and co-
ordinate noun phrases and a greater.proportidn of simplex
, -oun phrases (Table 54) 7
ix. ;he use of a lesser number of class changing derivative

morphemes in +the formation of adjectives from nouns and

verbs (Tables 56 and 57)

III. Memory Storage Strategies
In the previous two‘géctions, I examined in scome detail the
various processes found in the LNNS data which may make

-~

comparatively lower cognitive demands in discourse comprehension.

In this section, I shall atteﬁpt to show +that the classical

working memory concept as it has evolved from many laboratory
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studies with nondiscourse materials is a useful explanatory

cohcept for evaluating two discourse comprehension processes.
. ’ ¢

Human memory system and astorage
Like 41l "large scale storage systems, the human memory
system appears to be highly organized, -in the sense that similar

and associated units of information are stored together. It 1is
this organization that allows us to regain access to information

once we have stored it away. .

Research on the human memory system  indicates that

information that we have just received remaiﬂs for awhile (for
fifteen to twenty seconds) in an active staée in the short-term

memoxry . Research further indicates that information from the
memory storage can be readily retriieved only when the information
in the short tefﬁ memory has been rshearsed or deposited in long-
térm memory. In the following's?étigz, I shall enumerate the
discéurse modifications made 1in the LNNS data which may

facilitate information processing and subsequent éporage in the

long-term memory.

i.Comparative frequency of occurrence of communication strategies

Experiments by Woodward, Bjork, and Jongeward (1973),
Atkinson and Shiffrin (1968), and Norman anQ\Rumelhart (1970)
suggest that (a) constant memory activatiﬁgg“hqu £o hold
information for any periecd of time, (b) that the hionger the

information 1is maintained in a memory activation, the stronger
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the memory trace finally left in long-terﬁ‘meméry and {¢) that an
input that is thoroughly rehearsed can easily be retrievéd from
long term memory and finally (perhaps more importantly) that

(d) access to long-term memory ordinarily proceeds from semantic

cues.

It can be notéd that the mair purposes of using the four
communication strategies described (Chaptet IV Section V) are
to check comprehension and/or clarify propositional content of
the ongoing communication. The comparatively more freguent
occurrence of these strategies in the LNNS data is an indication
that the Vspeaker has unconsciously attempted to aid storége of
the inférmation (semantic content of the ongoing communication)

in the nonnative speakers' long term—-memory.

In ﬁy view, self-repetitions, comprehension checks and
simplification strategies méy'have helped the less proficient
nonnative speakers to (aﬁ rehearse the semantic content and (b)
maintain frequent memory activations, both of which would
facilitate permanent, storage of the information in the memory
system. Frequent elaborations may not oniy have helped 1in
rehearsal of the semantic content but may thus have s%rengthened

the memory trace left in the long-term memory.

1i. Topliec recycling
The freéquent topic recycling strategy used with [ nonnative
" speakers may also help rehearsal of information content, thereby

£
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strengthening the memory trace left in the long-term memory and,
conséﬁuently, faciiitating later retrieval 
iii. Absence of topic reintroduction stratggieu N

Topic reintroduction strategies are used only in the ‘native
speaker discourse. This may be due to the speaker’s preference to

avoid what are called "confusion errors” (Ruﬁelhart, 1977 : 181)

within the chunks of information to be stored.

p—— -

iv. Repetitioﬁ of vocabulary \

.~ The comparatively- higher type-token ratic for nouns and
varbs (Tables 52 and 53) used in the LNNS data p;o%ably ensured
that much of the vocabulary woﬁld be rehearsed more fregently py
the nonnati§é speakers;’/ This, in my- opinion, apart froﬁ
strengthening permanent memory tréces may have also given what
Krashen calls "a feel" for the language and fhe gubject matter!
This consequentlf may have accelarated the com;rehension process

\

also.

v. Role-play and non-verbal support

Experimenté by Bransford and Johnson (1973) indicate +that
contextual information plays a critical role in language
understandgpg. The frequent rolé-plays and the appropriate non-
verbal support MNn the LNNS data Qrovide visual.stimuli to the
Onéoing communication process, leaving a trace in the semantic
memor¥ and therby helping the development of associational memory
networks, which may be accessed later through‘these cues.

-~
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Conclusion B

The results of this study show that the native subject-
matter .teacher who participated in the experiment did make
systematic discourse adjustments in his speech when he Lwés
talking to his nonnaﬁive studénts. I£ seems probable that he
manipulated discourse and linguistic variables accérding to‘ his
judgement of what these students. would be able to comprehend.
It appears.that this teacher made his discourse “inpﬁt language"”

simpler ﬁercebtually_ (iA terms of background knowledge),

ponceptually (in terms of background knowledge and processing”

strétegﬁsa and cognitively (in terms of background knowledge,
processing strategies- and human memory systems) in comparison
with the discourse a&h@ssad _ to the native speakers in
the parallei’éituation. The fact that the nonﬁative speakers did
understang the input lénguage'over the 13-week course, while
increa;ing their second language proficiency level .and seif-
confidence level, suggests that input language has a vital role

to play in comprehension and indirectly the second language

acquisition process.
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END NOTES

Chapter 1

1.

Others who have talked about the importance of input data
for a theory of language acquisition are : Snow (1972),
Henzl (1973), Brown (1877), Gaies (1877), Katz (1977,
Hatch, Shapira and Gough (1978) and Krashen (1978). .

Chaudron (1983b) also has a similar definition. For
him, “"intake" means "not only perception and comprehension
of forms (ie. preliminary intake) but the incorporatiqn of
the ‘forms in the learner’'s grammar (final graqpar)”(é.438).

The distinction between input and intaké is as follows:
“Input” 1is "what goes in" (Corder, 1967) and "linguistic
forms used"” (Long, 1981). .

"Intake”, on the other hand, does not refer to a single
avent or  product, but to a complex phenomenon of
information processing that involves several stages,

. roughly characterized as (1) the initial stages of

perception of input, (2) the subsequent stages of recoding
and encoding of the semantic (communicated) information
into long term memory, and (3) the series of stages by
which learners fully 4integrate and incorporate the
linguistic information in input into their developing
grammars. :

My definition of "intake" (especially in relation to my
definition of “acquisition")}, in essence attempts to
emphasize two factors in the context of the second language
acquisition process. First, the ~definition refers +to the
mediating process between the target language available to
learners as input and the learners internalized set of L2
rules and strategies for second language development.
Secondly, the definition identifies the learner as an
active agent in acquiring the  target language.

cf.Selinker (1972)

The term "acquisition" can be defined in two ways.: On the
one hand, it can refer to the notion of acquiring not
something previously possessed by the learner. In this

sense, +the learner (acquirer) is seen as going through
increasingly more advanced stages of acquiring aspects of
the complete adult language system as used by the native
speaker. The focus of this definition is on what is to be
acquired (therfeatures of the native adult language) and.
how +the learner goes about acquiring them. On the other
hand, the term can also refer to the process of creating an
increasingly complex rule governed system from the input
available to the learner. Out of the two definitions, I
have adopted +the latter one since it recognizes the
importance of input data-is a language aquisition process.

-
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10.

11.

At the same

time, I am *-aware that .both. first and

the second language acqu151tion research studies have shown
learner created systems are far* frqm identical
with the systems from which he draws raw material (input)

that the

for this creation.

Greenberg (1963);

others.

Rutherford (1982), .Zobl k1983) and many

For Krashen and his followC:s, one of the distinctions that
must be preserved is the distinction between "learning" and

"acquisition"”
abstracted from experience, concentrated on and corrected,
grasped and stored agalgst future need. By contrast, what

has been

"acquired”
experience,

at its centre.

"Learning"” is what has been . consciously

is what has come in as part of a total

frequently at the edge of attention rather than

Note. that Brown and Yule (1983) recognize the fact that

"is not a rule governed behavior, but there are
regularities (p.22).

discourse

. 4

I use addressee in preference to hearer or listener in~

order to suggest the meaning ‘person designated’ by the the
speaker -as a recipient of the communication - as ‘distinct
from one who chooses to listen or happens to listen.

Hymes (197

2y, Halliday (1973), Goffman (1976)

cf. Rumelhart (1977:168) : Language understanding "1s not
a simple bottom-up process in which we somehow construct
the meaning of input sentences out of the stimuli impinging
on our eyes or ears. Rather, language understanding is an

active process
information

involving the interaction of sensory

and with our general knowledge of the world.

All of these knowledge sources work together to construct
the most plausible interpretation of the input signal. The
details of how these systems work together is not known,
but that they work together is clear”.

Grice (189
categories
quality,

Quantity

Qualify

Relation

’

75) ‘has

P

divided +these conventions into fggf

with more specific_ implications : quantity,
relatiom and manner.

(a)
Nb)

(a)
(a)

Make your contribution as informative as
possible. -

Do not make your contfibution more
informative than required
Do not say what you believe to be false:

Be relevant
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12.

13.

14.
15.
16.

17.

~18.

Manner : (a).- Avoid obscurity of expression
- {b) Avoid ambiguity C -
(c¢) Be brief
(d) Be orderly

L S .
The distinction between my, term "input language” and
Krashen’s very well known term "comprehensible input”

. is subtle. .. For Krashen, "input that contains,

structures at our ‘next stage’ - structures that are a bit
beyond our current level of competence - (we move from i,
our current level, to i+l, the next level along the natural
order, by understanding input containing i+1)" 1is made
comprehensible with +the help of context, which includes
extra-linguistic information, our knowledge of the world,
and previously acquired linguistic competence. Note that my
terminology of "input language"” unlike that of Krashen’'s
does not refer to syntax or a block of structures at the
next stage alone. It refers to the whole system of language
the learner isg provided with - including the unfamiliar
lexicon and the interactional factors.

For useful reviews of the literature on first language .
acquisition, see Farwell (1973), Landes (1875), Clark and

. Clark (1877), Snow. (1977), de Villiers and de Villiers

(1878), and Long (1880).

For an excellent review and evaluation of research on
language addressed to second langlage learners, see Long

1(1980). )

Snow (1972&,'Bailey et. al (1980), Krashen (1898la)
Brown (1877), Snow (1377), Freed (1978) |

Vorster (1875), Van der Geest (1977), Freed (1880; 1981),
Chaudron (1883) :

Gales (1977:204) further states : . "Analysis of the data
collected indicates that many linguistic and communicative
strategies +typically used by adults in their interactions
with children in the early stages of language acquisition
are equally characteristic of the classroom language of ESL
teachers". ' :

Since linguistic +theory fails to provide us with an
operational definition of what the notion of simplicity in
language entails, analytic work on this question suffers
from subjective assumptions. In my view, one must
distinguish +the overall (structural) simplicity of a
particular code from the simplicity in the description of
grammars in general; in other words, . overall (structural)
simplicity of -a particular code has nothing to do with the
evaluation of grammars, or simplicity metrics to the study
of which linguists commit themselves.
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19,
20. -

21.

22.

23.

il

See Hatch 01983":_155-158)_f6r a list of these experiments. '

Simple codes., in +the senégvof being simple to process
{particularly in terms of demands made on cognition for
comprehension purposes).

Krashen’s definition of each of these terms is particularly
interesting for it recognises the inherent limitation
involved in each of them. The limitations are as follows:
Caretaker speech is limited by the cognitive. competence
of children; foreigner talk is inherently limited due to
the limitation of the context where communication takes
place; interlanguage talk is limited by the competence of
the speakers; teacher talk may be inherently limited due to
the limitation of what can be discussed in the classroom.

I am aware of the fact that the definition of what is

simplified speech can be quite different for different
learners.. ' .

The concept of language register was first described by
Reid (1956:32) who noticed that the linguistic behavior of
a given individual is by no means uniform; placed in what
appears to.be linguistically identical conditions, he will
on - different occasions speak (or write) differently
according +to what may roughly be described as different
social situations: . he will use a number of distinct
"registers”.Subsequently, as a unit of linguistic analysis,
register represents a language variation that is pertinent
to different language uses rather than that associated with
the language users. It 1is a situationally conditioned
language variation that cuts across the boundaries of
social regional dialects, as well as those of languages.

The concept of register is a language universal but -1ts

formal realizations wvary from language to language.
Likewise, there exists no definite number of registers in
any one language, as the range of registers that make up
each speaker’s linguistic repertoire, depends on the extent
of his personal involvement and experience with various
types of social situatiqps.

The situational factors which collectively influence
register wvariation in a language include the speaker and
the addressee (sex, age, social status, etc.), the roles
they play in the discourse . (teacher, student; student,

.

peer; mother, daughter, etc.), +the +topic discussed

(science, sales, love, etc. ), the setting of +the
communication (home, playground, lecture hall, etc.), the
mode of discourse (spoken unprepared, written to be read,
etc.), and the form of discourse (narrative, apology,
scolding, etc.) (Hymes, 1962; Ervin-Tripp 1964, Fishman,
1972). MNative speakers of all human languages possess the
ability to change their language according to their

environment. By switching register, even +though done
unconsclously, a speaker overtly demonstrates his
206
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24.

25.

. 26.

29.

30.

-31.

32.

..

familiarity with a particular situation he finds himself in
at the time of speaking, as well as his willingnesg to
comply with the rules ‘for appropriate behavior _associated
with that situation. ‘ -~ .
The present data as per these criteria qualify to be called
"foreigner register”, because the adjustments made are
well within the bounds of the grammatical rules.

The T-unit measure was first introduced by Hunt (1965).
He suEgested that we could judge syntactic maturity of
first language learners by counting the length of T-units
in their compositions. &he T-unit is a single independent
clause together with all its modifying subordinate clauses.
As the student matures, his or her T-units become larger,
especially if embedding is used.

Long (1980), Cross (1877), Gaies (1977), Newport et al.
(1977), Krashen (1981) . A

Cross suggests that the child acquires two levels of
complexity : "One level pitched very close to his own so
that he can process it and comprehend the meaning, and the
other slightly in advance of his own syntactic abilities.
The child. should then be able to comprehend the meaning,

"and also the relationship between characteristic mode of

expressing it and the more sophisticated version”
(1977:181).

Chaudron (1983b) also gives a similar warning that
modifications may be linguistically or cognitively simpler,

‘but that one form of simplification does not guarantee the

other. ‘ ;

Van der Geest (1977), Bailey et.al (1974), Krashen
(1981), Chaudron (1983)

How much reduﬁdancy is required for effective communication

with different learners and in what aspects of input

language will be an interesting area for further research.
rF

Long (1983), Gass and Varonis (1985)

In my opinion, input studies attain much more Iimportance
because of this crucial factor. In fact, by studying input
language, 1t may be possible to know to certain extent (&)
where an individual is at linguistically and cognitively
and {b) how and why some input facilitates speedh and
language, while some other does not..

For Snow (1977b), modifications in this sense are "language
lessons"” : "modifications that lead +to more successful
communication are also modifications that lead to ‘primary
data' from which it may be easier fdér children to learn”.
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Cross- as early as (1978), thinking along the lines of
Krashen makes the following observation : “Accelaration in
linguistic acquisition is associated with an input that is

.substantially matched. to the c¢hild’s own communicative

intentions..... " For him, what is important "is the extent
+0 which +the mother’s discourse adjustments permit the
child to guess accurately her meaning"”. "By matching the

child’s semantic intentions and ongoing cognitions, her
speech may free the child to concentrate on the formal
aspects of her expressions and thus (the child may) acquire
syntax efficlently" (p.214).

Cross, however, differs from Krashen in the sense that for
her, it 1is semantic rather than syntactic extension which
strongly assocliates with overall c¢hild-progress. Further,
it is _teaching the child how language is mapped onto the
categories and relations which provide the experience for
his/her non-linguistic experience. =

Chapter 2.

33.

34.

35.

The first two are : KEdwards, et al. t1984) and Wesche and
Ready (1985). .

In ﬁﬁé\given_case, it may be "foreigner register"”, which
has been defined as a modified but grammatical input which
is used with non-native speakers who typically are in the

+ process of acquiring more than rudimentary skills for

referential communication.

Also, this can be regafded as a "marked register” since the
teacher 1is capable of, and normally uses a more complex
register and thus can propefly be regarded as simplifying
his rhetoric in his interaction. In brief, simplified
registers involve a selection out of the total repertoire
of forms generated by the grammar of their complex code.
This means that certain forms and structures may be less
fregquent or completely absent in a simple register.

For further observations on foreigner register, see
Arthur, et al. (1880)

It is for this meason, subject-matter language teaching is
of interest to second language acquisition theory.
Krashen’s (1983) “Input-hypothesis” claims that second
language acquisition results from comprehensible input
provided in sufficient quantities within a real
communication situation. It claims that we subconsciously
acquire new linguistic structures by understanding messages
that contain these new structures with tpe aid of extra-
linguistic information provided in and by the context.

——
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The input hypothesis also claims that if the acquirer
obtains enough comprehensible input, the language
structures for which the acquirer is ready will be
automatically provided. In this way, the acquirer builds up
receptive competence which forms a basis for the subsequent
emergence of productive skills.

In short, for Krashen and his followers, the ‘input.

_available to second language learners is the raw data from
which they derive both meaning and awareness of the rules
and structures of the target language.

ss\Krashen', (1981b :61) /\

37. nor did students demand this

38, Edwards et al. (1984) report that the fact that the ESL
group did not show any significant second language gains
may be due to the unduly high pre-test scores which may
have resulted in a ceiling effect (p.279).

39. Student comments at the end of the course also indicated
that most gained considerable satisfaction from “"doing
something real" in their second language and that they used
the language out of class more than before.

Chapter 4

40. As commonly used by native speakers, the word utterance is
applicable +to linguistic acts (or entities) and, further,
it is taken to apply only to cases of linguistic. cases (or
entities) that count as speech production. Even in
technical usage, for example, that of linguists, the term
s applicable only to the perfomance {versus competence)
aspects of language. This usage is reflected in the fact
that (1) and (2) are not acceptabl@ sentences of . .English,
while (3) - (5) are acceptable: 4
(1) %xIn his book - on Africa, he madé the following

utterance........ ' .

-(2) *Every utterance in his article, was carefully checked
for accuracy. < :

(3) 'Egery utterance at his trial was carefully recorded.
(4) He held us spellbouhd on his every utterance.

(5) His final utterance was lost in the erash of the
springing trap, door. .

&
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41.

43,

45.

486,

47,

48,

-

A speech paragraph has been generally defiged as a chunk of
conversation about the same theme. Most commonly, . it also
preserves action continuity.

- See Anderson and Bower (1973) and Murdock (1974) for a

model of working memory. The current view -with regard to
long-term memory is that-information in the short-term
memory cannot be readily retrieved after some fifteen to
twenty seconds unless it has been rehearsed or deposited in
long-term memory. '

Wesche-and Ready {(1985) found a significant difference
in the use of pauses between the LNS and the LNNS.

The . general class of adverbials which can appear initially
in "~ a sentence are generally considered as possible
(micro)markers of sentential topic-conclusion :@: adjuncts,

"conjuncts and disjuncts. The occurrence of-different types

of fillers such as "well”, #mmm", "you know" and others may
also regularly coincide with sentential topic—
shifts/conclusions. What is discussed here 1s topilc-
conclusion at the macrolevel. - ‘

For Hurtig (1977), " a topic will be shifted either by
shading or a fading, the former being an expansion of the
domain of +the topic and the latter being a movement away
from the topic, preparing for a new topic". His attempt was

essentially to brldge the concepts of topic maintenance and
topic change. '

Robért Lado (1965) has ited research that found memory
span shorter in the f4relign language than in the native
language, but amenable t¢ training.

It may be for this reason that Van Dijk and Kintsch-

(1983:201) call. the topic boundary markers “structural
signals” .

See Van Dijk and Kintsch (1883 : 194) : "Semantic
macrostructures are signaled directly by thematic sentences
or words, connectives, pronouns, etc. or else they are

‘expressed 1nd1rectly by sequences of sentences

"For a cognitive model, such methodological issues may be
much - less relevant because meanings are constructed out of
various knowledge units, +that is cognitive structures. In
other words, understanding a discourse-is a process of
inference mak&ﬁg at all levels, both at the 1levels of
words, phrase, and sentence meanings and at the more global
level of macrostructires. As Slobin (cited in Bates and

MacWhinney, 1982:187) put it : "Language evokes ideas; it
does not represent them". From that perspective, the
210



49,

50.

51.
52.

53.

54,

macrostructure of a discourse is ,sthe conceptual global
meaning assigned to it. This assignment is based both on
textually manifested surface and meaning structures on the
one-hand and on various knowledge or other purely cognitive
structures on the other”. : >

Terminology differs from analyst to analyst. For example, |
for Weissberg (1984 : 488), what is generally called
“parallel progression” is "constant topic progression” and
"sequential progression” is "linear progression”. ’

Clark suggests that successful communication requires that
three conditions on the nature of the given and the new be
met. They are

(a) Appropriateness : The Given part of the seﬁtencelgught
to convey known, or knowable information and the New
part, unknown information. >

(b) Uniqueness : The Given information provided by <%he
speaker must enable the speaker to compute an
Antecedent (referent) that is unique.

{c) Computaﬁility’: Most fundamental of all, the listener
must be able to compute the intended Antecedent to the
Given information on what he knows.

Clark and Haviland (1977), Olson (1870)

Bridging : The listener must be assumed to have sufficient
knowledge and skill to be able to compute +the intended
message - the given information must match information in

memory directly; violations lead to bridging; then the
speaker must be confident +that +the listener has the
information from which he c¢an build a bridge to the
intended message and that he has the skill to do so.

By greater implicitness, I mean the experiential function
of +the language itself as reflected in the 1lexicon. For
example, consider the following two sentences

(a) The car hit the post vielently.

{b) The car smashed the post

The experience one associates in the listening of “"smash”
is greater than the listening of ‘hit violently’. In fact,
the adverb “violently" becomes redundant when we use

“smash".

The transcribed  data can be given to native and

‘nonnative speakers for reading comprehension purposes to

find out whether the. insights provided +through these
measures have reliability.
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55.

57.

There are three schools of thought with regard to the
relation between clauses/sentences and speech acts. For the
traditional school (Searle 1975, Goffman 1976, Gumperz and
Hymes 1972), speech acts are not identifiable with the

entence, or with any other level of grammatical
description. The other school, especially Fraser (1875),
favours a distinction between strdpgly performative speach
acts (those which are easily seen as counting as the act
denoted by the verb) and weakly performative acts. Recent
schools (Van Dijk and Kintsch 1983, Schmidt and Richards
1980) recognize. the fact +that there ls/no one +to one

~relationship between an utterance and a speech act. There

is yvet . another school (Boyd and Thorne 1869) which
considers " modal verbs as indicators of the illocutionary
potential of the utterances in which they occur.

See Van Dijk and Kintsch (1983 : 82-83) : "That is, we must
assume in understanding a discourse that it is produced and
used within a larger social context or at a more local
social occasion. In other words, as Van Dijk and Kintsch
say, ''We must apply different strategies when understanding
a discourse produced by the government, a bank, a judge in
the courtroom, a student.-in our class, a friend in a bar,
or our child at the breakfast table. The strategic nature
of +the understanding process lies in the fact that we
activate different Lkinds of expectations about possible
interactional functions (intentions), speech acts, global
themds, discourse types, coherence, styles, etc. From a
government or bank, we do not expect stories, but laws,
documents, or reports - discourse types we, in turn, do not
expect from friends or family members - in everyday
conversation...... Hence, an interactional strategy for
discourse understanding means that a hearer derives
effective expectations from +the global or local social
context with respect to the interactive intentions,
goals, and motivations of the speaker as they relate to
cognitiv%hor actional changes of the hearer".

They further add that "hearers apparently have strategies
for an effective preanalysis of speech acts and speech act
sequences. Such strategies are possible because of the
general motivational (wants, wishes, preference) and goal
directed nature of action and interaction, and hence also
of speech acts.... a hearer need not hear a whole discourse
before knowing or Dbeing able to guess what +the global
pragmatic point is. That is, the initial speech acts of a
text or conv%;sation will be interpreted as possible
components in a global speech act, which need not be
directly expressed in the text"” (p.87T).

Halliday and Hasan (1976) take the view that the primary
determinant of whether a set of sentences do or do not
constitute a text depends on cohesive relationships within
and between the sentences, which create texture : "A text
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59.

60.

61.

L b s ) .
" — ~

~

has texture and this is what distinguishes it from
something that is. not a text ...... . The texture is
provided by the cohesive RELATION (p.2).

A1)

For example, consider the following examples (from Clark
and Haviland, 1977): S

" "John is a dqpocrat. Bill is honest too"

The greater use of metatextual markers in the LNNS in this
way can be said to contribute what Clark and Haviland
call "computability" and “"minimal inferential bridging"”.

The fﬁ%ding that metatextual markers are used significantly
less in the LNS is in tune with this finding.

Consider the example given in the previous note
John is deﬁocrat. Bill is honest too.

The information conveyved by a pair of sentences such as
above, in fact, become part of the listener’s model of the
speaker’'s world and not necessarily part of the beliefs of
the listener himself. Note that it is possible for the
listener +to understand that Bill is honest +too without
believing that all, or even any, democrats are honest.

In this style dichotomy, according to Hartnett (1980), th
analytic cognitive style is associated with abstractin
information from a stimulus to reality, while the
relational mode sees meaning only in the global
characteristic of ‘'the stimulus associated to some total
context.

Chaptexr-5-- . ...

62.

The methodology in many cases is new and also this is a
case study with one speaker; hence, the experiment and the
analyses _ will have to be replicated by another researcher
for these findings to get their validity.

-
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. ' APFENDIX A

-

Ce guestionnaire a pour but de faciliter 1'stude des aspects
socio-psychologiques de ce cours. Vos réponses a chacune des gquestions
demeureront strictement confidentielles. Bien que nous vous demandons
- d'inscrire votre nom sur la feuille de réponse informatisée, nous le
faisons simplement pour €tre en mesure d'associer ce questionnaire avec
d'autres informations que nous recueillerons plus tard. En séparant ainci
les questionnaires de 1a feuille de réponse, cela évite d'associer
directement votre nom et votre réponse-3a une question particulidre,

Afin que ce sondage soit significatif, i1 est important que vos
réponses soient aussi précises et aussi franches gque possible.. Vous' Btes
libre de refuser de répondre a certaines questions ou méme au questionnaire
entier. Cependant vous devez réaltser que 1a valeur de ' enserple de vos
rnponses sera d1m1nue° dans la mesure ol vous. ne repondrez pas a toutes les
questions. Nous insistons donc pour que vous répondiez a toutas les
guestions, a moins qu'il vous soit personnellement important de vous
abstenir. a '

Instructions

PRIERE DE NE PAS ECRIRE SUR CE QUESTIONNAIRE.

1. Veuillez en premier lieu inscrir2 votre pom en 1et»rns d'imprimerie
ainsi que votre numéro d° étudiant(e } au haut a2t 3 droite de la Teu111e
de réponse informatisée qui est jointe a ce questionnaire.

2. Dans les pages gqui suivent, vous irouverez un coriain nompre
¢*'affirmations avec lesqguelle’ caertzines personnes sont d'accord 2t
¢g'autres non., Vous devez indiguer 1a mesure agans laguslle vous 21ss
d‘accord avec ces affirmations en utilisant 1‘8cnelle suivante;

Je désapprouve tout & fait

Je désapprouve Jégerement o . :
Je désapprouve trés légkrament

J'approuve trés légeraement

J' approuve ]égerement

J'approuve fortement

1P wmn O
et e e S At

Pour répondre, vous n'avez qu'a noircir complétement, sur la feuille de

réponse, la case gorrespondant 3 votre opinion pour chacune des
affirmations.

Si, par exemple, vous aprouvez 1égerement 1'affirmation no. 1, votre
réponse sur 1a feuille de réponse devrait correspondre a ceci:

1.(0) (1) (2) (3) & (3) (6 (7 (8) (9)

Notez qu'il n'y a pas de bonne ou de mauvaise réponse; tout ce qui est
important, c'est _que vous donnxez votre op1n1on personnelle,

. e mm e,



(0)
(1),
“{2)

-

Je désapprouve tout 3 fatt: (3) J'approuve trds légbrement
Je désapprouve légarement (4) J'approuve 18gerement
Je désapprouve tres.)égerament (5) J'approuve foriement

Y

10.
11

12.

13.

14.

Le dévouement dont fes Canadiens anglais font preuve pour le
développement et 1'amélioration du Canada devrait 8tre apprécié par
tous les Canadiens frangais.

Mes contacts avec les anglophones sont ceneratement agréables.

Je me sens conrlant(e) et detendu( ) quand je dois demander ma route an
anglais.

Lorsaue je parle anglais, j'ai )'impression de perdre mon identitsé
~ylturelle,

Mes contacts avec aes anglophon2s sont habitus)lement de pures paries
de temps,

Parler anglais ne me fait pas douter de ma capacité de demeurar
francophane.

A

Plus je connais 1es Canadiens anglais, plus je voudrais parler idur

Jangue couramment,

Parler anglais avec un supérieur me géne beaucoup.

Les Canadiens anglais constituent un €isment stable at "fiacie" de 1a
population.

Mes contacts avec les angiopnones sont habitueliement enricnissants.

Je me sens calme et sir(e) dg moi guand je 0ois commander un repas en
anglais dans un restaurgnt. ’ .

Je me sens mal 3 aise lorsque Je parle anglais parce que J'ai
}'impression d'8tre assimilé(e) 3 1a culture anglaise.

Mes interactions avec les anglophones sont plutdt distantes et
hostiles.

L'héritage culturel des Canadiens anglais est une partie importante et
précieuse de notre 1dent1te nationale,



va

(0) Je desapprouvé,tout a fait (3) J'approuve trés légérement
(1) Je desapprouve 1égerement ' (4) J'approuve légerement
(2) Je désapprouve trés 1égérement - {5} J'approuve fortement
+, .
N
- 15. Lorsque je place un appel téléphonigque, je m'embrouille s'il est
nécessaire de parler anglais. _ -
16. Je ne perds pas mon héritage culturel frangais lersque Jj‘parle
anglais.
17. J'aimerais connaitre plus de Canadiens anglais. P
i8. Més interactions avec 1es'ang10phones sont amigdles et chaleureuses.
19. La plupart des Canadiens anglais 'sont tellement amicaux et conciliants
' que nous sommes chanceux de les avoir comme citoyens,
20. Je deviens nerveux(se) chaque fois que je aois m'agresser en angais 2
un vendeur,
21. Le fait d'apprendre 1'anglais ne me fait pas douter de mon identité
culturelle. .
22. Dans Ve passe, mes interactions avec les anglophones se sont avérées
plutdt neégatives.
23. Les Anglophones sont sociables et sympathigues.
24. Plus j'apprencs 1'anglais, moins JE suis sdr{e) du groupe culturel
auquel j'appartiens. .
. X . & . .. ..
25. Je me sens a3 1'aise lorsque je parle anglais dans une réunion d'amis ou
il y a des gens qui parilent anglais et des gens qui parlent frangais.
26. L'apprentissage de 1'anglais ne me fait pas douter de mon appartenance
au groupe francopnone.
27. Les députés canadiens anglais sont.parmi les meilleurs hommes
politiques du Canada.
28. Je me sens mal a 1'aise toutes les fois gque je parle anglais.
29. L'apprentissage de 1a langue anglaise a pour effet de me dépayser ]
culturellement.
30. Chaque fois gue je rencontre une personne gde langue angla1se et que je

lui parle je suis détendu(e).



2 ' : ()
. 5'i1 vous plait, répondre a chacune des affirmations suivantes en

choisissant la phrase qui vous décrit le mieux. Noircissez sur la feuille
de réponse la case correspondante. Nous tenons a vous rappeier gu’'aucun de
vos professeurs n'aura acces a ce questionnaire ni 3 toute autre '
information qui associerait ce auestionnaire a votre nom, Etant donné gue
le succeés de cette recherche dépend de votre franchise, nous insistons pour
gue vous répondiez le plus spontanément possible.

3];‘S'i1 y avait des familles de langue anglaise dans mon entourage.,.
E) Jje leur parlerais anglais aussi souvent que possible. )

} Je leur parlerais anglais de temps 3 autre. .
§) Je-ne leur parierais jamais en anglais.

32. Si j'avais 1'occasion de voir une piéce en anglais...

k) J'y assisterais strement.
5) ity assisterais si je n'avais rien d'autre & faire.
¢c) Je n'y assisterais pas.

33. Lorsque j'entends une chanson anglaise a la radio...

8) Je change le poste.

b) Jj'écoute 1a musique en faisant attention aux mots qui sont les
plus faciles.

c) J'écoute attentivement en essayant de comprendre tous les mots.

34. Je pense qu'apprendre 1'anglais est...

. h) tres intéressant. .
b} n'est pas plus intéressant que les autres langues.
¢} n'est pas intéressant du tout.

35. Si je savais suffisamment 1'anglais et si j'en avais 1l'occasion, je
lirais des revues et des journaux anglais...

3) le plus souvent possible.
b) pas tres souvent,
¢) Jamais, .

36. Si j'en avais )'occasion et si je savais suffisamment 1'anglais, je
suivrais a la television des emissions anglaises...

d) Jamais.
b) quelquefois.
¢} le plus souvent possible.

N -



37.- Si j'avais 1'occasion de parler anglais...
a) je refuserais de le parler, : '
h} je le parlerais a 1'occasion, en employant le frangais le plus
possible, - -
c) je parlerais anglais presque tout -le temps; j'utiliserais le
 frangais seulement si c'était nécessaire.

Indiquez vos reponses aux affirmations qui suivent en noircissant sur la
feuille de réponses la case _correspondant @ votre opinion. Par exemple, si
vous pensez que vous pouvez €crire un peu 1‘'anglais, vous devez noircir la
case (2) ainsi:

B (0 (1) @ (3} (&) (5) (6 () (8) (3) (exemple)

Si toutefois, vous penser que vous pouvez ecrire en anglais entre "bas du
tout" et "“Un peu" vous devez choisir la case (1). .

38. J'écris en anglais,

) . ' &
) dD s @ s 3) () : (5) :_ (6)
pas . uf peu assez . couranment
tout bien

39. Je compxends 1'anglais.

{0) (1) = (2) (3 = (&) : (5) : . (6)
pas au o un peu assez " Cour anment
— tout bien
40;//9 is 1'anglais.
/ (0) : (1) : {2) : {2) : (8y : t5) : (8)
( © pas Qu un peu o< assez cour amnent
\ tout bien

//’al. rJé parle anglais.
(0) : (1) = (2) : (3) : (&) = (5) : _(8)

pas du un peu assez cour anment
tout : bien




42.

S 43.

“veuillez, s'il-vous-plait.répondre aux questions suivantes:

A)‘avenir jlai 1'intention d'utiliser 1'anglais plus souvent qu'avant

ce cours, -

Définitivement & Définitivement
Non - (0) (1) (2) {3) (4) Qui

A 1'avenir, j'aurai plus de contacts informels avec les anglophones
que j'avais avant ce cours.

Néfinitivement . Définitivement
Non {0} (1) . {2} (3) {4) Oui
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’ COURSE_CONTENT N L
This yearly course 15 divided into nine sections: the first five
will be studied in the first semester. These sectmons are as fo11ows o

L)

1. Psychology: a science
! LY

2. Heredity and enviroment in thz development of behavior
3. Nervous system and consciousness

4. Perception

ot

fomplex cognitive processes

The other four sections studied in the second sanester, are as

f011ows \\\
N

8esic lea=ning processes“
7. Personality”
g. Mental health and abnormal behavior’ TS

g Social péycho1ogy

Following the detailed outline for each section, ybu will find
references to the appropriate chapter{s) in the textbook as well as a
shurt description of the audio-visual production{s) relating to that

<

section,



DETAILED OUTLINE

Second Sewsster

SECTION vI: BASIC LEARNING PROCESSESS
vI.1 Definition

learning vs parfonndnce
learning vs conditioning

V1.2 Classical or respondent conditioning
Pavlov, Watson
conditioned and unconditioned stimulus
conditioned and uncoditioned response
acquisition, trials, pairing ‘ _
simultaneous, delayed, trace and backward.-conditioning
extinztion and spontaneuus racavery’
generalization and discrimination
reciprocal inhibition

V1.3 Instrumental or operant conditioning

Skinner .
operant vs respondent behavior
reinforcement process: positive or negative
' primary or secondary
"~ conditional
‘ continuous or partial
positive and negative reinforcers
punishment, avoidance and escape
base level, reinforcement, reversal
~partial reinforcenent schedules
fixed or variable intervals
fixed or variable ratios
their effects on behavior
. effects of amount of reinforcenent
delay of reinforcement
1rive '
shaping
extinction and spontaneous recovery
response differentiation
generalization and discrimination
discriminative stimulus’
biofeedback and ANS conditioning
brain stimulation as a reinforcement

IV.4 Learning theories

associative theories
cognitive structure
Kohier and intuitive learning
Tolman and the cognitive map
latent learning
- Bandura and social learning

p—— T L i
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References
Textbook: Chap.-7, pp. 193-219
Film:

Learning, by: Robert Leclerc, Ph.D.

The concepts of behavior, stimulus, response and reinforcer . are

d2fined and illustrated. Then, operant and classical conditioning
procedures are presented, in a laboratory situation.
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