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Abstract

A wealth of new models related to language and language teaching/learning have 

been introduced o f late, but despite the fact that these models have much to 

offer a more complete view o f language, they have yet to be integrated into the 

mainstream. This thesis, therefore, endeavours to draw attention to the need for 

what can be termed an implicational approach to linguistics. In an implicational 

approach, findings from such contexts as the language classroom, as well as 

from other related fields, which may better describe language learning situations 

and results, are to loop back onto theories o f language. It is posited that through 

these implicational loops a more complete and viable model of language can be 

developed.

As a possible movement towards implicational linguistics, the purpose o f this 

thesis was to show the effects o f teaching practices, developed from linguistic 

theories and models o f  language, on the linguistic development o f English as a 

foreign language for learners in South Korea. A comprehensive set o f data

relating to the English systems these learners had internalized was gathered and 

analysed to determine what they knew and how they were able to use this 

information, particularly through their integration in the mental lexicon. This data 

was correlated back to a fairly rich set o f theories from diverse areas related to 

language and language teaching/learning to determine which sets o f theories may 

best describe the result o f  the learning process, as exhibited by the subjects.

Results o f this analysis revealed that despite a minimum of six years o f  English 

instruction, the South Korean subjects were able to show only weak patterns o f 

English language use both in speaking and writing. Most surprising, was the

finding that they had difficulty accessing knowledge o f English, which is one o f 

the main foci o f English language instruction in South Korea. Additionally, the

subjects revealed a poor awareness o f their own English learning as well as

societal situations related to English. These results, taken together, point to 

weaknesses in the mental lexicons o f the subjects as regards both the amount 

and strength o f English lexical connections.
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Chapter 1: Introduction 
1.1 Background

English is now the global lingual franca (Crystal, 2003). As the power of 

English continues to increase, societies around the world scramble to improve 

proficiency levels in English for their populations

Kachru (1988) divides the world into three different types o f  countries 

on the basis o f their relationship with the English language. The first type is the 

inner core. Inner core countries are those in which English is used for all 

linguistic functions and even though English may not be the official language of 

the country, as in the case o f the US, it is the native language o f  the majority 

of the population and the language in which things get done. It is generally 

acknowledged that here are five inner core countries, the UK, the US, Canada, 

Australia and New Zealand. English is learned as a first language in the inner 

core. The outer circle is generally comprised o f  countries, which are former 

colonies o f inner core countries. In the outer core, English is used for official 

purposes, most commonly government and education, but may also be used a 

general lingua franca as in the case o f the Philippines or India. English is 

learned as a second language in the outer circle. Finally, there is the expanding 

circle. The expanding circle includes countries in which English does not have
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any official purpose, not are they former colonies o f  inner core countries, but 

English has achieved a special status there. It is the primary foreign language 

learned and has a very high status in society. English is learned as a foreign 

language in the expanding circle.

One o f the most challenging, and indeed frustrating, aspects o f working as 

an English language professional in what Kachru (1988) refers to as an 

expanding circle country is the lack o f materials, theoretical models appropriate 

to, and even realistic awareness o f the local situation. South Korea seems to fit 

the role o f poster child for the centre-embedded, imperialist type o f  English 

learning/teaching situation described in Canagarajah (1999). As a country without 

a history o f Western colonisation, but with one o f  domination and colonisation 

from close neighbours, in addition to being saved from its northern half by a 

Western alliance during the Korean War, South Korea has seen little reason to 

fear distant giants to the west. As a result. South Korea has been extremely 

open to the influx o f ideas and practices from the West as means o f rapid 

development and the English language is seen as playing a pivotal role in 

further development and globalization. Educators in South Korea, therefore, 

directly import theories, methodologies, and standards from abroad (predominantly
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the US) with great zeal and at a phenomenal expense and then blame local 

teachers, students, and even societal underpinnings for the lack o f sufficient 

progress in meeting these imported standards.

Canagarajah (1999: 12) mentions that many o f the education practices 

found today are built on outdated models and philosophies which can be traced 

back to the age o f  enlightenment when education was used to spread colonialist 

ideas o f civilization. Canagarajah (1999: 15-17) lists six main distinctions

between what he terms mainstream pedagogy and critical pedagogy. They are:

Learning as detached cognitive activity vs. learning as personal 

Learning as transcendental vs. learning as situated 

Learning processes as universal vs. learning as cultural 

Learning as value-free vs. know ledge as ideological 

Learning as preconstructed vs. learning as negotiated  

Learning as instrumental vs. learning as political.

A cursory glance at the mainstream elements on the left side o f this list 

provides a startlingly accurate description o f South Korean education practices in 

general and English language instruction in particular and South Korea is not 

alone in this. Le (2005), in lamenting the roles o f English language teachers and 

students in Vietnam, paints a similar picture to that found in South Korea, 

focusing in particular on methodologies and materials development. Sifakis and 

Sougari (2003) claim that strides are being made in trying to tailor methods to

3



local situations, but despite the rising awareness o f such issues, little has been 

done to link the phenomenon o f world Englishes to theoretical frameworks. It, 

therefore, seems necessary that a theoretical framework which is better-suited to 

what is currently known about language learning on the global stage should be 

introduced.

Since the very inception o f  formal language education traditional structure- 

based theories o f language, most recently instantiated by the generative approach 

o f  Noam Chomsky, have tended to have something o f  a stranglehold on the 

language sciences and language teaching/learning practices. According to 

Chomsky (1988, 1991), there are four primary concerns around which the 

discipline o f linguistics is centred. They are: (i) the knowledge one has o f one’s 

language; (ii) how language is acquired; (iii) how it is used; and (iv) the 

psychological mechanisms that are used to support the first three. In order for 

any theory o f language to be considered valid it must prove its capacity to 

satisfy conditions in relation to all these concerns. While this framework is 

widely accepted it has not often in reality been a genuine guiding structure for 

work in linguistics. Since Chomsky (1965) the belief o f mainstream linguists has 

been that the major issues arising from the first o f  these concerns (linguistic

4



competence) must be resolved, at least to a degree, before the other areas can 

be tackled effectively. This has led to an unfortunate lack o f  communication 

between those working on “competence”-related issues and those working in 

other areas. Some researchers in areas beyond the confines o f Chomskyan 

competence have aligned themselves with the orthodoxies o f Chomskyan theory 

(see, for example Clahsen, 1996); the rest have been largely ignored by the 

Chomskyan camp (see, for example, Slobin, 1985) and have had little effect on 

mainstream theory (Givon, 1993).

Since the mid 1980s, however, certain fundamental tenets o f generative 

theory have been under attack by a small but determined group o f researchers 

working across a range o f different disciplines. While these researchers work in 

different fields they have several ideas in common. Among these is the belief 

that the particular vocabulary, or what is commonly called the lexis o f  a 

language (Singleton, 2000), plays an extremely important and possibly central 

role not only in supplying the necessary phonological forms and meaning o f 

specific words, but also in structuring actual language structures and possibly 

thought (Lakoff 1987, Lieberman, 2000, Bybee 2001, Coleman 2002, Hoey 2005).

A widespread view among linguists (including, in fact, Chomskyans) is

5



that any model o f  language must be able to explicate not only the production 

and successful reception/comprehension o f meaningful utterances in diverse forms 

but also the acquisition both within and across languages for single individuals. 

These three concerns; production, reception, and acquisition, are profoundly 

interrelated facets o f language and should be studied together, for they do seem 

to interact with each other (Kasper and Rose, 2002; Herdina & Jessner, 2002).

Many o f the current theories o f language learning are problematic because 

they follow the generative concept o f a native speaker norm, and see the 

different languages a multilingual person might have as forming distinct systems 

(Chomsky, 1965). Research in bilingualism since Peal and Lambert (1962), 

however, has shown that a proficient bilingual individual is more than two 

monolinguals. Bilinguals and multilinguals have their own set o f distinct 

characteristics and behaviours, which distinguish them from monolinguals 

(Hamers and Blanc, 2000). Any theory o f language, which can be claimed to be 

valid, has to be able to account for multilingual competence (Cook, 1996b). This 

involves devising a model which can effectively accommodate diverse types o f 

language learning, for instance subsequent language learning, where one 

functioning linguistic system is already in place. It is worth mentioning in this
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connection that most individuals in the world are multilingual (Tucker, 1998). 

Therefore, models o f subsequent language learning can and must be used as a 

yardstick for determining the validity of general theories o f  language, for it is 

possible that a monolingual-based model may not account for multilingualism, 

whereas a multilingual model, on the other hand should have no problem 

accounting for a monolingual situation (Herdina & Jessner, 2002). This means 

that we need a theory o f language which takes into account the complex 

learning processes which are operational when two o f more languages are in the 

picture. Again, here, lexis seems to be an extremely important issue.

All scientific endeavour is subject to change. This statement is particularly 

true in the area of the psychological sciences, based as they are on a highly 

tentative, but rapidly developing, understanding o f the brain (Ratey, 2001). As 

language is ultimately a product o f the brain, it is entirely logical that linguists 

should make use o f new theories related to brain structure and function. Since 

the mid 1980s such attention to the brain itself as a model has ushered in a 

large amount o f change in the areas which figure under the umbrella term 

linguistics (MacWhinney, 2000a). While it is clear that the generative model has 

something to offer it is equally clear that it is not and cannot be a complete
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representation o f  the nature o f language as there are other cognitive systems that 

interact with the language faculty (Chomsky, 1980:188). Recent publications, 

based on quite varied approaches, have put before us new models o f language 

and language acquisition (see e.g. Levy, et al. 1995, Deacon 1997, Lamb 1999,

Kahane 2000, Barlow & Kemmer 2000, Taylor 2002, Herdina & Jessner, 2002),

and the models in question warrant our closest attention.

Recent developments in brain research, cognitive models and usage-based 

models o f language have provided an impetus for the evolution o f  quite a 

different view o f language. Connectionism, based on neural network models, has 

arisen as a challenge to strictly generative views and computationally based 

models (MacWhinney, 2000a). These connectionist-based models (Rumelhart & 

McClelland 1986, Hudson 1990, 2002, 2007, Noble & Davidson 1996, Deacon 

1997, Johnson 1997, Elman et al. 1999, Langacker 2000, MacW hinney 2000a, 

Herdina & Jessner 2002) have promoted the development o f  a wide variety o f 

previously ignored approaches and models, including, but not Hmited to, lexical 

approaches, cognitive approaches and functional approaches as well as new

theories o f language acquisition and evolution related to these approaches.

Careful reflection suggests that these various approaches are related and indeed.



to a certain extent, co-dependent in the context o f the construction o f a 

comprehensive model o f language to be developed. The interconnectedness of 

approaches is especially pertinent and true in relation to the central area o f the 

lexicon. While the area o f the lexicon has been receiving a fairly large amount 

o f attention of late (see e.g. Aitchison 2003, Cruse 2002, Nation 2001, Golinkoff 

2000, Emonds 2000, Singleton 1999, 2000, Fellbaum 1998, Carter, 1998, Coady 

& Huckin 1997, Brody 1995, Clark 1993), this attention has not yet clearly 

drawn the lexicon into an overtly connectionist framework; nor has it succeeded 

in unearthing what is believed by the present author to be the true role and 

design o f the lexicon.

1.2 Purpose of the Study

It should be clear from the above discussion that the current mainstream model 

o f  linguistics is inadequate in its ability to provide a clear account o f how 

languages develop in various situations and under various conditions. As a means 

o f  trying to determine what kind o f linguistic model might better suit the needs 

o f  a diverse multilingual world, a diagnostic approach was employed here. The 

idea was quite straightforward. Empirical evidence related to the English 

proficiency o f some typical Korean learners was collected and analyzed. The
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purpose was to describe theoretically the data accumulated as completely and

appropriately as possible. In order to do so, a variety o f  different theories and

models related to language and the brain needed to be employed. It was hoped 

that this type o f investigation would set the initial foundations o f  what can be 

termed implicational linguistics.

Korean learners seem to be an ideal group to study for such purposes 

for several reasons. First o f all, Korean learners o f English are generally exposed 

to the language following mainstream methods and pedagogies imported from the 

US. In the typical instructional context, elements o f language, such as vocabulary 

and grammar, as well as languages themselves are dealt with distinctly and in a

decontextualized manner, in much the same way in which generative linguists

investigate languages. Secondly, English teaching in South Korea is rather 

uniform, because the government oversees the production and selection o f all 

textbooks, ensuring that they adhere to strict guidelines related to content and 

method. These guidelines, as mentioned above are generally imported from the 

US. In addition, the important role o f standardized, govemment- 

administered/regulated tests, and English tests in particular, means that everyone 

is ultimately studying the same thing, even outside o f the regular classroom. As

10



a result, at the time o f the study, it could be claimed that South Korean

learners o f English, at any given stage in the learning process, possessed similar 

systems in English. To explore this notion, two groups with diverse experience 

o f learning English were examined.

Korean learners o f English are also ideal subjects owing to the structure 

o f their lexicons. They seem typically to have a rather large number o f lexical 

units in their mental lexicons. In addition, Korean learners o f English tend to

characteristically have copious and detailed structural information about English,

as demonstrated by scores on standardized tests and reflective questioning. Yet

their output is quite low as regards the amount o f English they can produce in 

both speaking and writing contexts. The reason for this apparent disparity 

between the level o f their lexical and structural knowledge on the one hand and 

their actual L2 use on the other would seem to lie in the quantity and types o f 

connections that serve both in and between their lexical store and other types o f 

potentially relevant linguistic information. It will be argued that this structural 

information is not contained in their mental lexicons, but rather separately, and 

that this is the main reason for the discrepancies between knowledge and use o f 

language.
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In this thesis we use a diagnostic approach to undertake an attempt at 

imphcational linguistics. Implicational linguistics seeks to advance the study of 

linguistics by creating a theoretical framework that incorporates the 

multidimensional nature of both linguistic input and linguistic output. While 

implicational linguistics may seem to be similar to theories o f communicative

competence, in all its transformations over the years (Hymes 1971, Canale &

Swain 1972, Bachman 1990, Savignon 1998, Leung 2005), there is one main

difference. While communicative competence is seen a providing an end goal for 

language teachers (Savignon, 1998), it does not comment on the nature o f the 

underlying linguistic systems one needs to reach those goals, or the nature of 

those systems; this is precisely the deficit that implicational linguistics seeks to 

make good. Likewise, communicative competence is still modularly conceived,

while implicational linguistics claims, on the basis o f recent research in cognitive 

neuroscience (LeDoux, 2002) and cognitive linguistics (Lamb, 1999), that all the 

relevant systems are integrated.

It is further believed, that for linguistic systems, the mental lexicon plays 

a central role in integrating all the systems related to language. In keeping with 

this idea, a new definition o f the lexicon emerge from these findings, which
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show the lexicon to be more expansive and therefore more important than 

previously thought. It will be argued that the lexicon extends beyond simple 

phonological/semantic connections to mclude extra-linguistic elements and that 

this extension allows us to enlarge our conception o f the roles the lexicon might 

be expected to play in language. By domg so we hope to provide some 

theoretical support to the idea that the development o f  the lexicon is central to 

promoting linguistic proficiency.
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Part I - Theoretical Background

In order to provide a range o f theories by with the language data, presented in 

Part II, may be effectively analysed and explained, this part o f the thesis will 

briefly introduce some notions from different theoretical paradigms relating to 

issues in language and learning. We begin by reviewing differing theoretical 

views o f language and language learning while also considering the role o f 

language within the functioning o f the brain. We go on to offer a survey of 

work on the mental lexicon, one o f the chief areas where we expect to find 

implications on current models. Finally, we consider how the lexicon is 

specifically related to issues o f  bilingual and multilingual systems and learning.
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Chapter 2: Linguistic Models

There are many differing views o f how language works, but for the purposes o f 

clarity and simplicity these views will be broken down into two main groups. 

These two groups, the generative model and the cognitive/connectionist model, 

are often seen as being diametrically opposed, particularly in the way they view 

the lexicon (Newmeyer 1998, Jackendoff 1992), and it is, therefore, important to 

identify where the major differences between them lie. As a means to this end, 

these two models will be compared across four areas; underlying concepts, 

models o f production and reception, views on acquisition, and views on variation. 

For the argument presented here, these would seem to be major areas o f concern.

2.1 The Generative Model

What has become known as the generative model o f language was first proposed 

by Noam Chomsky in 1957 and since that time Chomsky has continued to be 

its main standard bearer. While the generative model has progressed through a 

series o f developmental changes in the 45 years since its inception, making the 

present version vastly different on the surface, many o f  the underlying concepts 

which were first used to introduce and support the generative model as set out 

in Chomsky (1965) have remained the same (Jackendoff 2002, Chomsky 1994:3- 

5).
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It is important to understand at this point that the generative model, 

despite Chomsky’s continued claims to the contrary (Chomsky, 2000b: 14ff.), is 

also quite traditional. It follows rather strictly in its directionality, if  not in its 

underlying theory and practice, from the structuralist school o f language, which 

was based on rule systems to a very considerable extent (Bloomfield, 1933). 

Chomsky him self claims that, “[t]he earliest modem work in generative grammar 

borrowed standard ideas o f traditional grammar” (Chomsky, 1995:23). This focus 

on structure, and indeed on certain abstract elements o f structure, has created a 

view o f language that simply ignores myriad phenomena which are o f relevance 

to language learning and use.

In this model, the role o f vocabulary, its storage and fiinctioning have 

been largely ignored as the lexicon has been seen a peripheral part o f language 

(Chomsky, 1965; 1986a). For linguists working in the generative tradition it is 

simply not interesting or worthy o f study (DiSciullo & Williams, 1987). This 

systematic neglect o f  important areas o f  language such as lexis has made it 

virtually impossible for applied linguists to draw on the generative model to 

form a solid picture o f how language is supposed to work or be learned. Let us 

now examine the basic design o f the language faculty, as it is viewed in the
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generative model.

2.1.1 General Overview: Bottom-up Rules 

The generative model is, to a certain extent, a development from the structuralist

tradition insofar as they both focus solely on the structural dimension o f

language. While Universal Grammar (UG) in the generative model is no longer

seen as rule-governed in the most traditional sense o f the expression (Chomsky,

2000b), the basis o f the model still rests firmly in the rule-based tradition. In

fact, it is essentially an abstraction of that system, where specific rules have

been abstracted down to universals and a computation system which allows

different elements (each with their own particular type of rules) to interface

(Chomsky, 1992). In such a model the lexicon is left out in the cold.

In the generative model, utterances are generated in a bottom-up way by 

first creating a basic structure. This entire structure is created by inserting lexical 

Items (which are always taken to be words in the generative model) along with 

some accompanying code into possible structures via the projection principle 

(Chomsky, 1986a) and merging them (Chomsky, 1995). The creation o f 

utterances commences in a word-by-word, phrase-by-phrase fashion (Radford, 

1997). The final structures are built on the basis o f a combination o f universal 

constraints operating on different levels (these levels varying depending on the
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specific stage o f the model) in addition to language specific rules. It is only 

after the basic structure has been created that the computational system takes 

over and universal constraints and language specific rules work to build and 

constrain the utterance so that it is acceptable and conforms to the intended 

meaning (Chomsky, 1994).

It is here in the derivational nature of the computational system that the 

bottom-up nature o f the generative model is fully revealed. In the model, 

structure precedes actual meaning. Bare forms are composed and then worked on, 

shaped through several stages o f operation so that the required specificities o f 

form and meaning, as regards the specific language, can be fixed. That form 

precedes meaning in this model comes as a result o f the many underlying 

theories supporting the generative model.

2.1.2 Underlying Concepts 

There are several underlying concepts upon which the generative model was built

and is reliant. These four basic hypotheses, modularity, competence, universal

grammar and innateness are necessary for understanding how the generative

model works and why it works in the way it does. It is important to keep in

mind that the generative model stands or falls on the basis o f  the integration o f
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all these underlying concepts.

2.1.2.1 The Innateness Hypothesis 

The innateness hypothesis is the simplest and most general concept underlying

the generative model o f language and as such forms the theoretical backdrop that

allows the other concepts to exist. The innateness hypothesis simply states that

language is a separate human faculty and that this special language faculty is

innate in humans. On this view all normal humans are bom  knowing facts about

linguistic systems, in short, Universal Grammar (Chomsky, 2000a).

The evidence seem s com pelling, indeed overw helm ing, that the fundamental aspects o f  

our mental and social life, including language, are determined as part o f  our biological 

endowm ent, not acquired by learning, still less by training, in the course o f  our

experience.

(Chomsky, 1988:161)

The main argument used to support this the innateness hypothesis, (see

e.g. Chomsky, 1980) has come to be known as the Argument for the Poverty o f 

Stimulus (APS) (Legate & Yang, 2002). The APS basically claims that there is 

evidence from language learning which indicates that there are some aspects o f 

language which children seem to have mastered as it is present in their

linguistic behaviour, but which they could not have developed as a result o f

experience, suggesting that there must be some sort o f mediating knowledge
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which supports such acquisition (Chomsky, 1975).

This is a strong claim according to which the role o f experience in

language learning is marginal. Even concepts which form the basis o f  lexical 

acquisition in Piaget’s (1950, 1959) model are seen in the generative model as 

not learned through experience but are viewed as being innate in the generative 

model according to the theory o f semantic primitives (Chomsky, 2000a).

There are a number o f dimensions of the innateness hypothesis. Most o f

these revolve around the idea o f the idealized native speaker and the role o f

language in the brain. In the generative model native speakers are idealized as

infallible in respect to their linguistic knowledge, for the basis o f this knowledge 

is based on the innate endowment of UG, which as we shall see below, is 

deemed to be identical in all humans (Chomsky, 1986a). Non-native speakers, in

large part because they have not undergone a natural type o f acquisition or

maybe because o f interference from their first language, are not supposed to

have the same types o f intuitions as native speakers, nor can they (Chomsky, 

1986a). A ftirther dimension o f the innateness hypothesis is that language is seen

as being separate from all other functions o f the brain.

2.1.2.2 The Modularity Hypothesis 

Modularity is a theory o f brain organization, which has been used in its strong
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form by Chomsky (1980; 1981; 1988; 1995; 2000a) to support the generative 

model. The basic idea behind modularity is that the brain is divided into 

different areas each o f which (apart from a region devoted to general cognition) 

is specialized for a specific function (Pinker, 1997; Terry, 2000). Fodor (1983), 

in a highly influential work on language and the modularity hypothesis, offers us 

a more specific definition on how modularity works.

Roughly, modular cognitive system s are domain specific , innately specified, hardwired,

autonomous, and not assem bled,

(P- 37)

Fodor’s (1983) monograph states that in a modular view o f language the 

linguistic input that language users receive has - while it is being processed as 

language - limited access to the mental representations to which that input 

relates. IN other words, according to Fodor, “input systems are informationally 

encapsulated” (1983:64).

Fodor (1983) views the connections between different parts o f the brain 

as being limited and indirect. On this basis, any operations in the brain which 

require the services o f more than one area (and this is basically all operations) 

need to occur in a step-wise fashion with one operation working independently 

and finishing before moving on to another area and another operation.
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The system that is emerging is highly modular, in the sense that the full complexity o f  

the observed phenomena is traced to the interaction o f  partially independent subtheories, 

each with its own abstract structure.

(Chomsky, 1982:135)

A strict interpretation of modularity such as is found in the generative

model implies that the language faculty operates separately and uses different

rules and principles from the other functions o f the brain, as is expressed in its

own computational system. Furthermore, each component o f the language faculty

itself, for example phonology, is viewed as functioning in its own module. The

modularity hypothesis thus allows for a specific language centre o f  the brain

with its own operating system and dynamics. In the generative model, UG, and

linguistic competence in general, is not seen as being linked in any meaningful

way to other aspects or functions o f cerebral processing (Fodor, 1983). Taking

this further, the implication is that practice or amount or type o f  exposure

(above some minimal threshold) will not affect the acquisition o f  competence.

This begs the question o f how specific idiosyncratic forms like lexical items in

all their aspects are not only learned but how they are used in a system that

allows for only minimal interaction between different systems and functions.

2.1.2.3 Competence -vs- Performance 

Since its very begirming the generative model has made an important distinction
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between a speaker's competence and his/her performance. Competence is taken to 

mean all the knowledge one has of his or her own language while performance 

is what a speaker is able to do with that competence. According to Chomsky,

It [competence] attempts to characterize in the most neutral possible term s the knowledge 

o f the language that provides the basis for actual use o f  language by a speaker-hearer.

(Chomsky, 1965:9) 

It is important to realize that competence and performance are not totally 

separate entities. They are viewed as distinct, not separate, as both are needed 

for language use

In each state, we may distinguish two com ponents; a cognitive system and perform ance 

systems. The cognitive system stores inform ation that is accessed by the perform ance 

systems, w hich use it for articulation, interpretation, expression o f  thought, asking 

questions, referring and so on. The cognitive system accounts for our infinite knowledge; 

for exam ple, our knowledge about sound and meaning and their relations over an 

unbound range.

(Chomsky, 1993:47) 

In later versions o f the model competence came to be known by the 

terms the language faculty and/or the computational system  and was also posited 

to include more than one type of competence.

It makes sense, I think to analyze the mental state o f  knowing a language into further 

com ponents, in particular, to distinguish w hat is sometim es called “gram m atical 

com petence” from “pragmatic com petence.” The term “com petence” entered the technical 

literature to avoid entanglement with the slew o f  problem s relating to “know ledge” .
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(Chomsky, 1980:59)

Pragmatic competence, according to Chomsky (1980), involves the ability 

to use grammatical competence for specific goals. Chomsky posits that this 

ability, too, might be composed of a “certain system of constitutive rules 

represented in the mind.” (1980:59). If a system o f pragmatic competence links 

competence to performance but is rule based and therefore static, it would need 

some sort o f director which is sensitive to real world context. As the closest 

linguistic intermediary between language and the world, the lexicon would seem 

to be the logical choice.

In addition, Chomsky (2000b) states that performance does actually 

seem to be part of the language faculty, but does not elaborate on how. Again, 

the lexicon would seem to be the logical intermediary because it is only through 

the lexicon, in its cormection to the real world, that the inherent ambiguity of 

static competence can be disambiguated. Such a claim is supported by recent 

research from a multilingual perspective (Cenoz et al. 2001, Cook 2003) which 

questions a strong competence -  performance distinction by showing that 

performance in one linguistic system affects the competence of other present 

systems. This is shown in a study by Kecskes and Papp (2000), in which
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instruction and practice in an L2 (English, French, or Russian) was shown to 

improve competence in an LI (Hungarian). The explanation for this put forth by 

Kecskes and Papp (2000), is that the lexicons o f  the subjects were fused at the 

conceptual level, thus allowing the performance o f  one language to affect 

competence o f another.

2.1.2.4 Universal Grammar 

From the earliest days o f  the generative model. Universal Grammar (UG) was 

conceived as its most powerful guiding components (Chomsky, 1986a). This is 

because universal grammar was defined as the common base connecting all 

languages (Chomsky, 1965). This tied UG to the ideas o f  competence and the 

language faculty itself. This is simply expressed in a recent definition by 

Chomsky,

The theory o f  the initial cognitive state is called Universal Grammar; the theory o f  a 

particular stable state is a particular gramm ar. A cquiring the tacit knowledge o f  French, 

Italian, Chinese, etc., is then made possible by the com ponent o f  m ind-brain that is 

explicitly m odeled by Universal Grammar, in interaction with a specific course o f  

linguistic experience. In the terms o f  com parative linguistics, Universal G ram m ar is a 

theory o f linguistic invariance, as it expresses the universal properties o f  natural 

languages; in terms o f  the adopted cognitive perspective. Universal G ram m ar expresses 

the biologically necessary universals, the properties that are universal because they are 

determined by our in-bom  language faculty, a com ponent o f  the biological endow m ent o f  

our species.

(Chomsky, 2002:8-9)
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The current model UG proposes UG as a bundle o f  specific information 

about language all humans are simply bom knowing. In the modem view, UG is 

composed o f two different parts; principles and parameters. Principles are basic 

facts about language that apply to all languages in the same way and all the 

time (Chomsky, 1981). They are exceptionless, do not vary and are instantly 

usable to the language learner (Chomsky, 1988:62). The other component o f UG 

is parameters. Parameters, like principles, are also basically bundles o f knowledge 

referring very specifically to language (Chomsky, 1981). They differ from 

principles in that they tend to be much more specific and they also acquire a 

specific setting which varies from language to language. All humans are bom 

with the same parameters but the value settings for those parameters are not 

fixed. They require a certain amount o f experience to trigger their setting 

(Chomsky, 1988). Thus, a leamer exposed to a certain language has to select a 

particular setting for each o f the parameters.

One powerful theory that has emerged from the idea o f parameters is the 

lexical parameterization hypothesis (Wexler & Manzini, 1987), which claims that 

parameters are linked to specific lexical items. Certainly one needs to know the 

status o f certain lexical items (e.g., pronouns like ‘he’) to make a parameter



(such as binding) work. Thus, it can be seen that there does seem to be more

interaction between the lexicon and UG than had been previously claimed.

2.1.2.5 Conclusions - A Tapestry o f Theories 

The generative model is founded on a series o f underlying theories, as discussed

above. In the model, these theories have been carefully woven together to form

a solid platform from which language can be studied. They also, however,

impose very strict ideas about the nature o f  language and the brain; ideas which

many applied linguists have refuted in their research either directly (Johnson,

2004) or indirectly (Long, 1985). Despite a wealth o f evidence against some o f

the theories above, the model still holds. Perhaps Cattell (2006; 193) echoes the

sentiments o f  most linguists when he states that wrong though the model will

probably prove to be, it is still the most up-to-date model and, “ [tjhat’s the way

science proceeds”.

2.1.3 Models o f Production and Reception 

Models o f production and reception in the generative model are based on the

interaction o f  different components in the computational system and the lexicon

(Chomsky, 1995:6). Language is recognized as stating with intent. W hen a

speaker begins to say something he/she starts by thinking o f the intended

meaning or purpose o f  the speaking. This is a process called numeration
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(Chomsky, 1995:25). Meaning in the brain is linked to or activates a specific 

lexical item (word), which shares similar features to the intended meaning. This 

connection is made possible by the type o f information which is stored within a 

lexical entry. As language production is based on meaning or initial intent, it 

should be obvious that words need to somehow store information about their 

meaning. Some coding o f meaning on words is essential to being able to pick 

the right word(s) out o f the mental lexicon. Chomsky (1995:186) claims that this 

initial step is handled by the computational system which, “draws items from the 

lexicon to form derivations.” These items are arranged according to the format 

imposed by X-bar theory based on an operation Chomsky calls “satisfy” {ibid: 

187).

In addition to simply having their meaning coded on them, lexical entries 

also carry certain structural (C-selection) as well as semantic information (S- 

selection) about the environment(s) they require. It is this structural information 

which enables a lexical entry to be inserted into a structure and allows further 

structure to be built. This is an important point for our discussion here because 

this process allows only one lexeme to be projected into the structure at one 

time. Interestingly, although the production process is initially triggered by
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meaning, the process itself is purely syntactic. Lexemes are inserted into a 

structure based on their category and select more words, again based on 

categories stipulated in their C-selection restrictions. It is, therefore, not possible 

for multiword units to be projected from the lexicon into the structure. In 

addition, in this model, it is the base forms of words which are initially inserted 

into the structure. The interface levels o f Phonological form (PF) and Logical 

Form (LF) function to alter the base forms, for example, by marking 

morphological information like plural endings, when necessary (Chomsky,

1995:226).

As for reception the process is posited as taking place in a surprisingly 

similar way. It is also a bottom up process. In this process individual words and 

other phonological properties are recognized and their basic semantic meaning is 

decoded. An innate knowledge o f both UG and language specific rules enables 

the listener/reader to determine the structures in which the words are embedded. 

The meaning is fine-tuned and cross-checked against the PF and LF components

and the entire utterance is decoded. Thus, the m odel’s account o f reception

proposes the same basic order o f operations as for production.

2.1.4 Generative Views on Acquisition 

The generative model has had profound affects on the field o f  language
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acquisition studies. Most of these effects, however, have been in the area of first 

language acquisition. While some of the basic ideas underlying the generative 

model have been increasingly handled by second language researchers (see e.g.. 

Cook 1993, Flynn et al. 1998, Braidi 1999, Archibald 2000, Hawkins 2001, 

White 2003), very little has been integrated into actual second or subsequent 

language teaching practices to date, and for good reason. A comment from 

Vivian Cook explains,

The theory o f  principles and parameters puts grammar on a different plane from 

anything in language teaching. Hence teachers w ill not find any quick help with carrying 

out conventional grammar teaching from such forms o f  grammar.

(Cook, 1996:33)

2.1.4.1 First Language Acquisition 

The effects of the generative model on first language acquisition research have

been profound. These effects came predominantly from the innateness hypothesis

or the idea that language (as a highly specified type o f behaviour) develops

from an innate program in the brain.

The generative model basically sees first language acquisition as 

following a biologically determined program set specifically for language and not 

affected in any major way by any other factors originating in the brain or the 

environment. Because of UG children are claimed not to learn language, as such,
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but to grow it naturally and without any conscious effort. On this view, 

language acquisition is not a matter o f choice but o f a nature. It is not 

something children do but something that happens to them (Chomsky, 1993:29).

The transition from the initial state to the steady state takes place in a determinate 

fashion, with no conscious attention or choice. The transition is essentially  uniform for 

individuals in a given speech com m unity despite diverse experience.

(Chomsky, 1986a;51)

Because the language acquisition process is driven and regulated by UG 

only a minimal amount o f input is seen as necessary (Chomsky, 1965). 

Meaningful and continuous input (c .f  Crain, 1993) is essentially regarded as

something needed to start UG working. Once more, this input should be. 

Lightfoot (1999:63) describes a process he calls triggering, which claims that the 

purpose o f the input is to trigger the setting o f a parameter. This is done

subconsciously and often on the basis o f a single exposure simple enough to get 

the child to somehow notice it. On this basis it is clear that language acquisition, 

in the generative model is at least partly focused on how the parameters o f are 

set and how language specific rules are internalized to form the perfect 

competence that all native speakers are assumed to have. It is also clear that

lexical items, in line with the lexical parameterization hypothesis (Wexler &
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Manzini, 1987) play a role in this.

2.1.4.2 Second or Subsequent Language Acquisition 

Chomsky, (2002), adopting the forgetting maxim proposed by Mehler and

Dupoux (1992), claims that, “acquiring an element o f linguistic knowledge

amounts to discarding the other possibilities offered a priori by the mind.” (p.

16). This means that the full set o f linguistic features once made available by

UG in the first language acquisition process is not there in the subsequent

language acquisition process. Taking phonology and the acquisition o f phonemes

as an example, Chomsky states that the acquisition o f certain set o f phonemes

used for one language necessarily entails the forgetting o f the phonemes used for

other languages, which were once accessible at the start. Thus, from the

generative viewpoint it is not the structure o f the first language which influences

the second, but rather the fact that the shape o f UG changes.

Cook & Newson (2007) note three possible views on the status o f 

Universal Grammar in subsequent language acquisition. These three views put 

access to UG on a continuum ranging from full access on the one end to no 

access on the opposite end and partial or indirect access in the centre. W hat is 

striking about these widely accepted models is that they all contrast UG with 

extra-linguistic cognitive systems but to different degrees. It would seem,
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according to Cook and Newson (2007), that the relationship between the LI and

the L2 as well as the way the L2 is taught have an effect on which type o f

access to UG can be claimed. This calls into question the strict version o f the

modularity hypothesis upon which the generative model is based. It would seem

that in subsequent language acquisition, UG must interface with other cognitive

functions not only in the process o f acquisition but also in regular performance.

If this is so, then the very nature of the lexicon in subsequent language

acquisition must also be different than what is proposed in the standard

generative model.

2.1.5 Generative Views on Variation 

Variation is one o f the most important constants m languages (Antilla 1989,

McMahon 1994). Variation certainly exists in all languages, but according to the

UG model there is uniformity at the core (Chomsky, 1986a: 18). Variation for

the generativist is then confined to the periphery o f language and more

specifically the lexicon (Chomsky, 2000a: 120), but this may be an

oversimplification o f the real situation o f language.

Everyone grows up hearing many different languages. Som etim es they are called  

‘dialects’ or ‘stylistic variants’ or whatever, but they are really different languages. It is 

just that they are so close to each other that w e don’t bother calling them different 

languages. So everyone grow s up in a m ultilingual environment. Som etim es the 

multilingual environm ent involves system s so unlike that you call them different
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languages. But that is just a question o f  degree; it is not a question o f  yes or no.

(Chomsky, 2000b:59)

Each native speaker is claimed to have the same competence. Yet, from 

this identical competence comes a large amount o f variation. The generative 

model deals with this by positing levels (Deep and Surface) in language. In the 

generative model, because the computational system is invariant, systems are 

identical at the deep level and variation, housed in part in the lexicon, manifests 

itself at the surface level. There are certain rules which allow speakers to derive 

surface forms from underlying or deep structures. Surface forms vary because 

different speakers use different rules. Thus, in the generative model all variation 

is seen as rule-governed. Variation must come from the system o f competence 

itself.

2.2 The Connectionist/Cognitive Model

Following what has already been made clear by several researchers in the 

cognitive linguistic tradition (e.g. Lakoff 1987, Langacker 1987, Lamb 1999), the 

cognitive model o f language is reliant on the connectionist model o f processing. 

In fact, it was the development o f connectionism which provided cognitive 

approaches to language the foundation upon which the model was built. Here the
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two will be treated as a single entity as the nature o f  the cognitive model is

defined and restricted by the nature o f connectionism.

The connectionist/cognitive model takes a very different approach to

language than the more accepted generative model.

The main feature that distinguishes C ognitive L inguistics from generative grammar has to 

do with the place o f  meaning in the theory. In the generative m odel the structure o f  

linguistic expression is deem ed to be determined by a formal rule system  that is largely 

independent o f  meaning. By contrast, cognitivists argue that Imguistic structure is a 

direct reflex o f  cognition in the sense that a particular linguistic expression is associated  

with a particular way o f  conceptualizing a given situation.

(Lee, 2001:1)

There are many different approaches that fall within the blanket term 

‘cognitive’ all of which share a great deal o f similarities. What is referred to 

here as the cognitive model incorporates several different, but closely related 

theories o f language; for example, there is cognitive linguistics (Lee 2001, Croft 

& Cruse 2004), usage-based models o f language (Barlow & Kemmer, 2000) and 

cognitive grammar (Lakoff 1987, Langacker 1987, Taylor 2002) to give just a 

few o f the main examples.

Croft & Cruse (2004:1), claim that there are three major hypotheses 

which guide the field o f cognitive linguistics. They are (i.) the belief that 

language is not an autonomous entity in the brain, (ii.) the belief that grammar
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is based on conceptualization, and (iii.) the belief that knowledge o f language 

comes from language use. On the basis o f these ideas, cognitive approaches to 

language also share certain notions about how language works and how language 

is acquired (Elman et al. 1996, Johnson 1997, Karmiloff & Karmiloff-Smith 

2001, Tomasello 2003). Unlike the generative model, cognitive approaches to 

language attempt to link language and its particular components and functions to 

more generalized cognition and brain functions. Langacker (2000:3-5) lists five 

main phenomena that are essential to language but not limited to it. They are: 

(i.) entrenchment, the idea that events leave traces which allow them to be 

replicated and more easily with a higher frequency or reoccurrence; (ii.) 

abstraction, or the process o f developing a structure through multiple and 

continued experience; (iii.) compare, which is the ability to detect differences 

between two structures; (iv.) composition, the capacity to combine simpler 

structures to form more complex structures; and (v.) association, the ability to 

link together two or more experiences or structures so that they invoke one 

another. These five ideas are seen as being fundamental both to cognition and 

language.

Connectionism, based on the idea o f parallel distributed processing
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(Rumelhart & McClelland 1986, McClelland & Rumelhart 1986), basically claims 

that the brain is not strictly broken up into modules which interact only slightly, 

but rather that there is a high degree o f  interconnectedness and redundancy 

among the different parts o f the brain (MacWhinney, 2000b). These larger 

connections are seen as forming smaller, tighter networks called neural networks, 

which echo the connectionist architecture o f  the brain (MacWhinney, 2000a: 10). 

Connectionism is generally used as the basic architectural underpinning in the 

cognitive/connectionist models o f language (Langacker, 2000). As such the 

cognitive models rely on the simple connectionist architecture to hold different 

aspects o f dynamic systems together and make them viable (Culicover 8c Nowak, 

2003). In this way, cognitive models, as they are interpreted here, are conceived 

as architecturally similar to the structure o f the brain (Lamb, 2000) and the 

lexicon.

2.2.1 General Overview: Top-down Mappings 

The connectionist/cognitive models reflect a top-down approach to language. In

the connectionist/cognitive perspective utterances are put together by using

prefabricated lexical units of various sizes (even entire sentences) which are

shaped, from the very beginning o f the process based on a wealth o f convening

resources. Thus, the actual forms used are selected and affected from higher
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level concerns, such as meaning in context, both situational and linguistic. An 

important driving concept in the cognitive/connectionist approaches is ambiguity 

and the claim that ambiguity cannot be attributed to a single cause, for example, 

lexical (Taylor, 2002:114). For this reason, lexical units in the 

cognitive/connectionist are pulled from a very differently organized, much more 

expansive kind o f lexicon than the one proposed in generative models. The 

cognitive/connectionist lexicon arranges concepts in radial categories which 

contain a wealth o f information through the inclusion o f many different, but 

conceptually related lexical items. The arrangement o f these lexical items in such 

categories allows for the system to be highly redundant so that the inherent 

ambiguity o f the world can be dealt with. These lexical units are posited as 

being inserted in what Fauconnier (1997) calls mental spaces. Once the chunks 

are pulled up from the lexicon they are seen as altered (if necessary) to fit the 

situation and intent o f the speaker through the creation o f a mental map, which 

extends and connects aspects o f the speaker’s intent. It is from these maps that 

utterances are conceived as being created.

Thus, the central idea in the connectionist/cognitive models is that 

utterances are pulled already made from a massive store o f  linguistic units or
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patterns which the brain has stored based on experience (Lee, 2001:93). Once

more it is this experience which is seen as being used to create the mental

maps which are ultimately turned into specific utterances. On the basis o f  the

idea that language is fuelled from specific meaning and that meaning combined

with experience drive the system, the cognitive/connectionist system can basically

be described as top down.

2.2.2 Underlying Concepts 

The connectionist/cognitive models are dependent on several underlying theories

or concepts. These are outlined briefly in the four following sub-sections.

2.2.2.2 Parallel Processing/Connectionism 

The PDP (Parallel Distributed Processing) model was developed by David

Rummelhart, James McClelland, and the PDP Research Group in the mid 1980s.

It is a model o f processing based on aspects o f neuroscience. For McClelland,

Rumelhart & Hinton (1986) it is not the speed o f  access to information, but in

the type o f access that makes humans smarter than machines. The basis o f  the

PDP model is that people have simultaneous access to many different kinds o f

related information and it is this simultaneous access which makes human

cognition, as we are beginning to understand it, possible.

The basic PDP version o f a connectionist model, following Rumelhart,
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Hinton & McClelland (1986:46), is an associative network which contains eight 

necessary components; (i.) a set of processing units, (ii.) a state of activation, 

(iii.) an output function for each unit, (iv.) a pattern o f connectivity among units,

(v.) a propogation rule, (vi.) an activation rule, (vii.) a learning rule, and (viii.)

an environment. The network is seen as connecting nodes in different levels or 

units.

Connectionist system s, also called artific ia l neuron netw orks  (A N N s), consist o f  large 

numbers o f  sim ple, but highly interconnected units (“neurons”). The units process 

information in parallel (in contrast to m ost sym bolic m odels where the processing is 

serial). There is no central control unit for the network, but all neurons “act” as

individual processors. H ence connectionist system s are exam ples o f  p a ra lle l d is tr ib u ted

processes.

(Gardenfors, 2000:41)

In the PDP model there are two different types of connections, inhibitory 

and excitatory. It is the pattern of connectivity which determines what each unit 

represents. Thus, a node in and of itself is not particularly meaningful. Meaning 

comes from its connections with other nodes. Another important aspect o f the 

PDP model is that patterns of connections, like activation levels, change over 

time on the basis o f their level of activity. Links can change in three ways, 

according to (Rumelhart, Hinton, & McClelland, 1986:52). New connections can 

be developed, cormections can be lost, and the strengths of connections can be
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strengthened or weakened.

The basic idea behind parallel processing comes from the way activation 

spreads in the brain thanks to the fact that the entire brain is wired together 

through neuronal connections. In the connectionist/cognitive models, because of 

the notion of parallel processing, there are no tight restrictions on the number of 

operations which can occur at any one time, or what can affect those operations. 

Parallel processing is the basis of the top-down system of the 

connectionist/cognitive models. Connectionism claims that language, by virtue of 

being contained within the brain, both makes use of and is constrained by some 

of the basic physical features of the brain.

2 .1.22  Embodiment

The concept underlying embodiment is simple, powerful, controversial, and of 

great age. Essentially, embodiment claims that conceptual spaces are tied to and 

derived from body experiences and emotions (Gardenfors, 2000:161). For 

cognitivists, embodiment is the basis for both cognition in general and language 

in particular (Nelson, 1996). In his model, Lakoff (1987) makes a distinction 

between conceptual and functional embodiment.

Conceptual embodiment'. The idea that the properties o f  certain categories are a 

consequence o f  the nature o f human biological capacities and o f  the experience o f
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functioning in a physical and social environment. It is contrasted with the idea that 

concepts exist independent o f  the bodily nature o f  any thinking beings and independent 

o f their experience.

Functional embodiment'. The idea that certain concepts are not merely understood

intellectually, rather, they are used  automatically, unconsciously, and without noticeable 

effort as part o f  normal functioning. Concepts used in this way have a different, and 

more important, psychological status than those used only consciously.

(Lakoff, 1987:12-13)

There is much support for the idea o f the embodiment as related 

particularly to spatial relations coming from different areas o f research. Piaget 

(1950) claims a link between sensori-motor assimilation and the development o f 

intelligence in children by positing that they move through different stages o f

development on the basis o f different types o f behaviour which build on 

previous stages and allow the child to develop skills not only to manipulate

objects physically, but also mentally - including coding them. Levinson (2003:17)

claims that there is direct psychological evidence for the spatial basis o f human 

thinking. Citing the effects o f  previous studies, he claims that when forced to 

perform logic tasks people seem to convert the problem into spatial terms. 

Interestingly, Levinson also claims that spatial relations are also perceived by 

different groups o f people differently, presumably because o f different 

experiences (Levinson, 2003:19).

Embodiment in the area o f emotions has also been widely reported and
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analyzed, particularly in the field of anthropological linguistics and the area of 

cultural models of language (Holland & Quinn, 1987). Lakoff and Kovecses 

(1987) argue that many coded concepts, such as anger, are based on actual 

body-mind connections. They support this by listing a multitude of idioms and 

breaking them down to a series of basic cultural models fused into an elaborate 

schema which has its basis in both emotion and spatial relations. Support for the 

idea of embodiment as related to emotions has also comes from the field of 

neurology. Damasio (1994) claims that the body is not the only theatre for 

emotions. He believes that the brain can leam to concoct a fainter image o f an 

“emotional” body state without having to loop it through the body. Thus the 

brain alone is able to replicate body states, and this is done he claims, “by 

repeatedly associating the images of given entities or situations with the images 

of freshly enacted body states.” (Damasio, 1994:156).

It is embodiment o f  the sort discussed above that makes the theory o f cognitive models 

more than a mere mentalistic theory. Meaningfulness involves not merely mental 

structures, but the structuring o f experience itself.

(Lakoff, 1987:302)

If experience is to be encoded and structured as a part of thought and 

language, then the lexicon needs to play a central code, at least in the encoding
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and, as is argued here, in the structuring of this experience as well.

2.2.2.3 Prototype Theory, Scenarios, and Frames 

Prototype theory claims that our conceptual systems are built out of idealized

representations or prototypes of all kinds and sorts. Prototypes are the central

part of every category and categories are fundamental to all higher level

cognitive functions (Taylor, 1995).

Not all members o f  a category have the same status within the category. People have 

intuitions that some category members are better examples o f  the category than others. 

Members that are judged to be the best examples o f  a category can be considered to be 

the most central in the category.

(Croft & Cruse, 2004:77)

Since the prototype contains or is made up of all the core features of a 

category it is from this prototype that all other members o f a particular category 

are measured and either rejected or accepted into the particular classification. It 

should be noted that relative salience in relation to prototypes can be overridden 

by other concerns in establishing category affiliation, so prototypes are not 

absolute determiners of membership in a radial category (Marcus, 2000:168). 

Thus, prototypes are a central but not exclusive component in how people are 

able to form categories in their minds and categories are the building blocks of 

conceptual thought and language specifically in the form of semantic and
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phonological, syntactic and many other categories (Taylor, 1995).

It should be clear that prototypes are formed based primarily on a mix 

o f frequency and distinctiveness, both of which play an important role in 

memory (Langacker 2002:3). Prototypes are memories made continually stronger 

by frequency effects so that they dominate other memories and in a way begin 

to direct them. Haberlandt (1997:137) reports that not only are ideal exemplars 

o f prototypes identified more quickly then more peripheral instances as members 

o f a specific category, but they are also acquired first by children.

It should be equally clear that prototype theory is also reliant on the

parallel distributed processing model and the concept o f  connectionism discussed

in the preceding section. The various exemplars surrounding a single concept

will often be derived from and based on all the different perceptual avenues, yet 

they all converge together to form one concept (Langacker, 2002). This is 

particularly evident when one considers the items housed in the lexicon and the 

fact that they are ambiguous (Pustejovsky, 1995). Thus, a prototype system o f 

classification for lexical items allows for ambiguity (Singleton, 1999:35).

One o f the main controversies surrounding prototypes is that they are too 

unconstrained to form the basis o f something as complicated as language
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(Langacker, 2002:3). One way o f dealing with this is by positing another force 

in the process o f categorization; schemas. Langacker explains,

Categorization by prototypes at first appears quite different from categorization by 

schemas. A prototype is a typical instance o f  a category, and other elem ents are 

assimilated to the category on the basis o f  their perceived resem blance to the prototype; 

there are degrees o f  membership based on degrees o f  similarity. A schema, by contrast, 

is an abstract categorization that is fully com patible w ith all members o f  the category it 

defines (so membership is not a m atter o f  degree); it is an integrated structure that 

embodies the commonality o f  all its members, which are conceptions o f  greater 

specificity and detail that elaborate the schema in contrasting ways. The two modes o f 

categorization are nonetheless inherently related as describable as aspects o f  a unified 

phenomenon.

(Langacker, 1987:371)

Schemas, therefore are a collection o f attributes which make a particular 

category.

In its sim plest form, a schema could consist o f  those elements com mon to all instances 

o f  a category along with the notion about departures o f  individual instances.. ..In this 

form, a schem a is digital and no different from a list o f  criterial attributes such as a 

subject might leam in a concept identification task.

(Rosch, 1975:181-182)

It is important to remember that both prototypes and schemas are based

on comparison o f the input to the prototype as well as schemas. In addition to

prototype theory and schema theory there is also the idea o f  the domain, as it is

referred to by Taylor (1995:203). Taylor (1995) groups frames, scripts, scenarios,

and Idealized Cultural Models (ICMs) into a group he calls the domain. The
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domain basically contains the background knowledge necessary for understanding

concepts.

From this we can see that in the connectionist/cognitive models o f

language the domain, as a specific abstraction o f the type o f prototype, work as

intermediaries between thought and language forms.

2.2.2.4 Mental Spaces and Blendmg

While prototypes may form the basis o f concepts in this view they are not the

end. That is, they are not static. Prototypes can and must be altered on a

regular basis.

Mental spaces are sm all conceptual packages constructed as w e  think and talk, for

purposes o f  local understanding and action  Mental spaces are very partial. They

contain elem ents and are typically structured by frames. T hey are interconnected and can 

be m odified as thought and discourse unfold. Mental spaces can be used generally to 

m odel dynamic mappings in thought and language.

(Fauconnier & Turner, 2002:40) 

Prototypes are altered by mapping them onto mental spaces (Fauconnier, 

1997). According to Fauconnier (1994) mental spaces are locations in the brain 

which are opened to form utterances. The easiest way o f  thinking about these is 

as being a kind o f a template upon which language forms are built and which

shows the connection between the language itself and the items in the utterances

and the structure and contents o f the brain (Fauconnier, 1994).
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A major finding o f  cognitive semantics and mental-space research is that the same 

mapping operations and principles are at work in elementary semantics, pragmatics and 

so-called higher-level reasoning. The analysis o f  tense, reference, presupposition, and 

counterfactuals is intimately tied to that o f  analogical mappings, conceptual connections, 

and discourse construction, which in turn is inseparable from the understanding o f  

metaphor, metonymy, narrative structure, speech acts, rhetoric, and general reasoning.

(Fauconnier, 1997:5)

The idea behind a mapping is that concepts in the brain are somehow 

mapped onto each other, thus creating new concepts for the brain and language 

to make later use of. Mental spaces provide a framework wherein one can insert 

the necessary links and connections which structure utterances from a meaning 

point of view. At the same time the mappings that we put onto the mental

space also serve to define the mental space. They extended and shape it.

2.2.3 Models o f Production and Reception 

Models o f both production and reception in the connectionist/cognitive framework

revolve around the idea that every person’s mental system is unique (Lamb,

1999:43). This is the result o f the individual experience every person has with

both the world and with language. From this it should be obvious that there is

a strong connection between production and reception systems in the

cognitive/connectionist models and that the strict distinction between competence

and performance central to the generative model is rejected in
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cognitive/connectionist models (Lamb 2000, de Boer 2001:28).

Putting together novel expressions is som ething that speakers do, not grammars. It is a 

problem -solving activity that demands a constructive effort and occurs w hen linguistic  

convention is put to use in specific circum stances. Creating a novel expression  is not 

necessarily different in fundamental character from problem -solving activity in general, 

and the speaker’s know ledge o f  linguistic convention is but one o f  the m any resources 

he brings to bear in finding a solution; others include memory, the capacity to plan and 

organize, the ability to compare two structures and judge their degree o f  sim ilarity, and 

so forth.

(F.angacker, 1987:65)

From this explanation we can see two important aspects o f the 

cognitive/connectionist view of language production, that it is based on 

knowledge o f linguistic conventions, which must have at some point been 

encountered to be learned and subsequently encoded in the lexicon to be used. 

Once more, context is essential in being able to produce acceptable language. 

The knowledge of how to adjust language to context has been linked to 

language learning and optimalization o f language production (de Boer, 2001:32).

Language use is prompted by a need to use a linguistic expression for a 

conceptualization. Langacker (1987:65) refers to the process o f finding the most 

appropriate linguistic expression for the conceptualization as coding. The target 

of this process, the usage event, is a set of symbolic representations assembled 

to fulfil a particular purpose in a particular context. Linguistic conventions and
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conventional units allow for a wide range of symbolic resources to choose from 

to put the target structure together. The speaker needs to take stock of these 

resources at his command and decide which ones to employ to best suit all the 

different variables inherent in the situation.

Thus, the cognitive/connectionists posit that language is created by 

pulling down prefabricated patterns or frames to fulfil a need based on 

information from the outside world, that is the context and the meaning as it 

relates to context. In this model the lexicon is the storehouse of all these 

prefabricated patterns.

Reception as well in the connectionist/cognitive models is a process o f 

creating mental spaces which correspond approximately to the mental spaces 

created by the speaker (Fauconnier, 1997). This means that the prototypes must 

be shared or at least be reconstructable in both the speaker and the hearer. The 

forms which the hearer recognizes as they listen to a speaker or read a piece o f 

writing must be connected to other information which will allow them to 

reconstruct the same mental spaces so that the same meaning is derivable from 

the utterance as was intended by the speaker, despite the tremendous amount o f 

ambiguity (Lee, 2001). In this process it is important to realize that while there
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seems to be a lot o f  focus in the connectionist/cognitive models on larger

prefabricated units, the system is very flexible. A unit o f any size, from

individual sounds and maybe even the properties thereof to whole units o f

discourse, needs to be recognizable both in its component parts and its entirety

(McWhmney, 2000).

2.2.4 Connectionist/Cognitive Views on Acquisition 

Language acquisition in the connectionist/cognitive viewpoint revolves around

learning forms in their contexts (Tomasello, 2003:75). This means that a very

large amount o f information must be coded and more importantly connected in

order for a person to start usmg language. The lexicon is the necessary

storehouse o f all this diverse code and as such must form some sort o f hub to

connect to all the different contextual information associated with the linguistic

forms (Lamb, 2000).

In the connectionist view people must learn language. Learners have to

notice and encode both linguistic forms and the right the connections between

both the forms themselves and their contextual clues (Hamers & Blanc, 2000).

How this is done is no simple manner; presumably the structure o f the brain

helps (Elman et a i ,  (1996).

Looking specifically at language, clearly, what needs to be learned is not
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just the forms. Learners need to build systems o f integrated networks based on 

features and shared categories (MacWhinney, 2000b). Forms need to be arranged 

and connected according to perceived similarities and differences across a variety 

of different planes ranging from sound to meaning to use as is seen as the 

basic architecture o f the lexicon. The way in which language acquisition 

typically occurs is by children encountering real language use in the real world

and by necessary connections being formed in this way (Tomasello, 2003).

2.2.5 Connectionist/Cognitive Views on Variation 

Language production in the connectionist/cognitive models is seen as primarily,

or at least initially, determined by what is stored in the brain in the way o f

formulaic forms o f various sizes. On this view, these forms enter and become

assimilated into the brain by being encountered from the outside as spoken or

written input or they can be generated internally as a result o f thought processes

and their integration with pre-exiting language forms in the lexicon. Variation is

regarded as a natural component in the cormectionist/cognitive models and

variant forms o f linguistic units are seen as arranged in neural networks and

stored in the mental lexicon (Langacker, 1987: 394). In this perspective, a

specific form is chosen for use above others because forms are linked with

contextual information present during encoding (McDonald & Shillcock, 2001).
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Environmental factors thus triggering the use of specific forms from a large pool 

of potential choices.

In the cognitive/connectionist models there is little real theoretical 

difference between variation and creativity. All instances of language use are 

represented as, at the same time, creative and variant (Lee, 2001) and the 

process of choosing among variants as the process of creating language. Both 

are seen as affecting each other in a systematic way which allows language to 

change over time in a process called grammaticalization (Bybee et al., 1994). 

This is related to the fact that in connectionist/cognitive models, language is not 

seen as being limited by a computational model. There are no real language 

rules in these models because all language forms are tempered by their use in a 

real context and are constantly undergoing change. Once more, the mental 

lexicon, due to its role as central organiser (Lamb, 1999), is seen as an active 

participant in this process.

2.3 Concluding Remarks

In this chapter two theoretical linguistic models, the generative model and the 

cognitive/cormectionist model, were compared and contrasted across four areas o f 

concern. In our attempt to bring the discipline of linguistics closer to the reality
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of diverse language acquisition scenarios, it would seem that such a comparison 

sheds important light on the strengths and weaknesses o f two o f the main 

models currently being used. What we have tried to show is that, while the 

generative model is the standard model, widely used and taught, certain problems 

can be seen with its implementation in subsequent language acquisition situations, 

particularly when viewed in direct comparison with the more flexible 

cognitive/connectionist model. While the generative model might serve well as a 

model through which structural aspects o f language might be analysed 

synchronically, it falls short on areas o f linguistic development owing to its 

over-reliance on innate mechanisms.

The general argument established on this chapter is intended to set the 

tone for the remaining chapters in this section. This will be done by bringing to 

bear a wealth o f differing concerns regarding language which will augment and 

clarify the basic position laid out here.
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Chapter 3: Language, Brain and Mind

As language is without a doubt subserved by the brain it is highly possible that 

the physiology of the brain has a profound impact on the architecture and 

functioning of language (Anderson & Lightfoot, 2002). This section will, 

therefore, take a closer look at the brain itself: how it works, the basic functions 

contained within, and particularly how all this points to the role o f the lexicon 

as a component o f language.

3.1 General Overview; A Constant State o f Flux

The brain is made up o f billions o f  cells called neurons which are supported by 

glial cells (Banich, 2004). The billions of neurons in the brain are interconnected 

with other neurons through their fibres (axons for output and dendrites for input). 

Each neuron has one axon, which can be as long as several metres, and up to 

100,000 dendrites (Banich, 2004). Since there are more than 10 billion neurons 

in the brain that means that there are up to 100 trillion connections (Carter, 

1998). Once more, because axons can end in a very different place from the 

one where they began and because o f the sheer number o f these connections, it 

could be argued that the brain is one interconnected mass (LeDoux, 2002).

Neurons connect together to form systems called neural networks. A 

network is basically a group o f neurons with a level o f intercormectedness which
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allows them to often work together as a single system and generate uniquely 

productive patterns o f activity (Levitan & Kaczmarek, 2002:507). Neural 

networks show an interesting mix o f regularity and variation. The location o f 

neural networks in the brain is largely determined genetically as is evidenced not 

only by neuron migration in developing foetuses but also in the degree o f 

regularity among adults in relation to the location o f certain functions (Ratey, 

2001). However, no one has precisely the same configuration or extent in his/her 

neural networks. Neural networks are created and changed on the basis o f 

experience and use (Bading, 2000) and a recent study (Gould et al., 1999)

shows that new neurons continue to be created for the purpose o f associating

information in the neocortex. Even the most trifling thought requires millions o f 

neurons to fire together in a specific pattern (Carter, 1998) and these specific 

firing patterns give each synapse a specific calcium code which enables firing

(Bading, 2000).

Skoyles and Sagan (2002), citing a wealth o f  research, come to the

important conclusion that the brain retains a high degree o f  plasticity. All neural 

networks in the brain are connected, but in various ways (Lieberman, 2002). In 

addition, neural networks are constantly undergoing change as a result o f their
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connections to other neurons and other networks.

N ew  neural connections are made with every incom ing sensation and old ones disappear 

as m em ories fade. Each fleeting impression is recorded for a w hile in som e new  

configuration, but if  it is not laid dow n in m em ory the pattern degenerates and the 

im pression disappears......

(Carter, 1998; 19)

As a new piece o f information is integrated into a neural network the 

values o f all the other elements in the network will shift as they will be used 

either more or less in accordance with their connections. In the brain,

connections are constantly being built up and broken down on the basis o f use 

and this leaves neurons and the brain itself in a constant state o f tlux (LeDoux, 

2002 ).

Little explosions and w aves o f  new activity, each with a characteristic pattern, are produced  

m om ent by m om ent as the brain reacts to outside stimuli. This activity in turn creates a 

constantly changing internal environment, w hich the brain reacts to as w ell. This creates a 

feedback loop that ensures constant change.

(Carter, 1998; 20)

Once more, the brain is a competitive system in as much as only neurons and

neuronal patterns that are in frequent use will survive. Once a certain set of

cormections has been weakened owing to disuse it becomes harder to use. It

requires more energy or conscious thought to fire the neurons in the patterns 

needed to get that bit of information (Stevick, 1996). This ever-changing system
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of neuronal connections can be seen as having a profound effect on the 

architecture o f language and specifically the lexicon.

3.2 Macro-systems and Integration

This section introduces what most cognitive scientists agree are the major 

functions o f the brain (Banich, 2004), and further goes on to demonstrate their 

relations to and reliance upon each other in accordance with a circuit-type 

system (Lieberman, 2002).

3.2.1 Perception

Perception is the link between our brains and the outside world. It is through 

the pathways o f perception that the outside world enters into the brain (Von der 

Malsberg, 1999). According to this role, then, perception forms the initial basis 

o f all that is in the brain (Coren et a i ,  2004).

Perception is made more complicated by the fact that there are five 

different perceptual pathways coming in from five distinct senses. There is no 

self-contained or single system for perception (Fix, 2000). Each system uses 

different cerebral networks and pathways to send their specific information to 

different areas o f the cortex for processing and storage (Damasio, 1994). As a 

result sensory and perceptual information is housed across the entire the cortex

58



with the exception of the frontal lobes (Carter, 1998). This means that the vast

majority of the cortex in the human brain works to process perceptual

information (Coren et al., 2004) Since perceptual information is so widely

dispersed across the brain it must be very important to the entire ftinctioning of

the brain, which is indeed the case.

3.2.2 Attention and Consciousness 

The systems of attention and consciousness can only be understood in terms of

one another and their relationship to the system of perception (Ratey, 2001).

Much has been written about consciousness in recent years (Mahowald 2003,

Llinas 2001, Zeman 2001, Taylor 1999, Damasio 1999, Hameroff et al. 1998)

but while there is still no clear definition of what consciousness is, there are

two aspects which seem to play an important role. The first of these is that

neurons are entities in search of stimulation (Lamb, 1999). The second aspect is

that there are few moments of our waking time in which our attention is not

focused. Thus, attention is something which is constantly being shifted. Attention

is forever being tom away from one stimulus to be focused on another during

our conscious hours (Ratey, 2001).

There must be some kind of controlling system which directs the system

of attention, for the brain actually chooses where to focus attention. Damasio
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(1994) and Goldberg (2001) concur that this area is the frontal lobes. In this

view, the frontal lobes, using information from accrued through perception, direct

attention. Without perception there is no system o f attention. Consciousness, in

the view o f Mangan (1998), is really a collector o f information accrued through

attentional focus and, as a holder o f information, drives attention. Taking the

above insights together, it appears that consciousness is really the system which

determines how a person makes sense o f the world. In this way, consciousness

affects perception as well. It should not be surprising, on this view, that each

person perceives the world differently (LeDoux 2002, Llinas 2001).

Intrinsically entwined with consciousness is the idea o f qualia, which

Llinas (2001:201) relates to the quality o f  entities as reflected through subjective

experience generated by the nervous system. This definition correlates strongly

with Elman’s (2004) view of the mental lexicon as based on mental states.

Since qualia are highly subjective and based on experience, this argues for

differing views on how a native speaker and foreign language learner may

assign different meanings and produce different reactions to the same

environment.

3.2.3 Emotion

In recent research the brain and the body have been shown to interact to form
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the system of emotion (Damasio, 1999). The brain mechanisms that have 

evolved for emotion are the same as for our sensory and motor input (Ratey, 

2001). Emotional information goes directly to the amygdala and the insula, 

which then send directions to act to our motor systems in the brain (Banich, 

2004). The system for emotion is basically comprised of two parts which are 

interconnected. These are the limbic system and the frontal cortex (Damasio, 

1994). Emotional traffic between the limbic system and the cortex flows in two 

directions. Just as emotional impulses from below affect our conscious thoughts 

and behaviour, so too do the way we think and behave affect the reactions o f 

the unconscious brain (Damasio, 1994). There are, however, more connections 

running up from the limbic system to the cortex than there are running the 

other way (LeDoux, 1995).

Emotional stimuli are registered by the amygdala (Ratey, 2001). Conscious 

emotion is created both by direct signals from the Amygdala to the frontal 

cortex as well as indirectly. The indirect path involves the hypothalamus, which 

sends hormonal messages to the body to create physical changes like muscle 

contraction, heightened blood pressure and increased heart rate. These changes 

are then fed back to the somatosensory cortex, which feeds the information to
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the frontal cortex where it is interpreted as emotion (LeDoux 1996, Damasio 

1994).

Recent studies focusing on the amygdala show the importance o f emotion

in many cognitive ftinctions. Schoenbaum et al, (2003) claim that the amygdala

plays a role in directing goal-oriented behaviour. Additionally, the amygdala has

been seen as emotionally tagging memories for both encoding and retrieval

(Richter-Levin & Akirav, 2003). Emotional effects, as regulated by the amygdala,

have been reported for declarative memories (McGaugh et al., 1996) as well as

verbal stimuli (Buchanan et al., 2001). Such findings support the claim that

emotion and cognition are connected and that perception is an important part o f

the process. As reported in Koeth (2005) the effects o f  emotional tagging can

also be seen to affect language learning.

3.2.4 Movement - Cognition 

In this section movement and cognition are treated as one because it has been

recently claimed that movement, in effect, forms the foundation for cognition

(Ratey, 2001). In this view cognition is an adaptation and extension o f the

system o f movement and shares the same basic features and even the same

neural pathways and cormections, for as Elston (2003:1124) states “cognition is

nothing more, or less, than a biological function.”
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W hen w e activate the thinking process, w e  take bits and p ieces o f  data and actions and 

behaviours and string them together to fit a new set o f  dem ands or circum stances, 

creating a novel plan o f  action. We reshape the raw material into properly timed  

sequences. This is done by the prefrontal and frontal cortex, precisely the brain regions 

that guide what is com m only called the motor cortex. The brain circuits used in order to 

order, sequence, and time a mental act are the same ones used to order, sequence, and 

time a physical act.

(Ratey, 2001; 149)

While the primary motor cortex handles the basic job o f controlling 

muscle movement it does this by using information which floods in from other 

cortical regions like the premotor area (Banich, 2004). The supplementary motor 

area (SMA) is important in that it generates the plan o f action (Fix, 2000). 

Studies have shown that the brain creates an entire plan o f  action before 

movement starts. This plan starts with sequencing, which is done in the SMA, 

and it is then sent on to the premotor areas which defines what types o f actions 

must occur (Ratey, 2001). This plan is made based on information contained in 

mental maps created and inventoried by the cerebellum, basal ganglia (as part o f 

the system o f movement) and hippocampus (for memory) (Banich, 2004). An 

interesting discovery o f special neurons known as mirror neurons was recently 

made in the premotor area o f monkeys (Rizzolatti & Arbib, 1998). These 

neurons only fire when the monkey observes another organism performing an
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action it can perform.

Mirror neurons provide a neural substrate for understanding actions being 

performed by others and for imitating them. Such an ability is a basic 

prerequisite for any communication system - one must be able to understand the 

motor production o f another individual in order to imitate it (Gallese & 

Goldman, 1998). This observation becomes more interesting when it is realized 

that the area in the monkeys where these neurons are found is shown to

correlate to Broca's area in the human brain (Arbib et al., 2000).

The anterior cingulate cortex provides an important role in linking 

movement to cognition in that it has been shown to link movement with 

emotion and attention systems (Ratey, 2001). There are two important regions of

the anterior cingulate cortex which have specific roles. The posterior section of

the region has been shown to plan and control movements which require a high 

level o f cognitive control and this relates to novel movements (Banich, 2004). In 

addition the anterior cingulate is specifically involved in the process o f  choosing 

responses to actions as well as regulating whether the response has been

effective. Another area o f the anterior cingulate determines whether the correct 

or an incorrect response has been given (Banich, 2004). It is obvious how
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important this area would be in regulating the progression o f  a conversation. The

last area o f the cortex o f interest to us in our explanation o f  movement and

cognition is the parietal lobe. As might be expected the parietal lobe serves as

an intermediary between sensory information and movement. Thus, the mental

maps, made by the subcortical areas related to movement, the cerebellum and

basal ganglia and formed by the influx o f different perceptual information,

provide necessary information for the precise control o f movement and through

extension into the abstract, cognition.

3.2.5 Memory

Memory is the system that renders all other systems functional. Without memory 

it would be impossible to store and make use o f all the information gathered by 

the senses and generated by the brain itself Therefore, the structure o f memory 

is o f paramount importance in determining how language and the lexicon might 

be architecturally configured and work (Stevick, 1996). In a basic sense, there 

are three different viewpoints from which memory has been studied. These are 

shown below in Table 3.1 below.

Table 3.1 - Different Approaches to the Study o f M emory (Terry, 2000:193)
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Memory Components Stages of Memory 

Encoding into memory 

Storage in memory 

Retrieyal from memory

Processes of Memory 

Depth of processingShort-term memory 

Long-term memory 

Episodic 

Semantic 

Procedural

Shallow rehearsal 

Elaborative rehearsal 

Transfer-appropriate

processing

From the table above we can see that there is no easy way to look at 

memory, much less define it. While researchers in memory may find it 

convenient, even necessary, to break memory into different components for study 

purposes, it will be argued in this section that integrated analysis of these three 

areas reveals a unified system of memory separated and defined by various 

connections.

The most successful model of memory is the dual-store model (Atkinson 

& Schiffrin, 1968) which uses time as the major consideration for dividing 

memory. In this model there are two different types of memory short-term and 

long-term which are composed of different features. The basic premise of their 

relationship is that short-term memory acts as a kind o f buffer to long-term 

memory (Schacter, 1996). If connections can be built onto input then the input 

shifts into long-term memory. Building on this approach, long-term memory can 

also be divided into several types on the basis of perceived differences in how 

these memories actually work. The largest and most accepted division of long-
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term memory is that between episodic and semantic memory. Tulving (1985) 

refers to this difference as the distinction between memory and knowledge. Thus, 

episodic memory links specific, highly contextualized events in time. By contrast, 

semantic memory is less contextualized. It holds bits o f information such as, 

'facts, words, language and grammar' (Terry, 2000:198). In one compelling view 

on the relationship between episodic and semantic memory, the two are reliant 

on one another and virtually the same neural structures, which are the medial 

temporal lobe (essentially the hippocampus and some surrounding structures in 

the cortex) and midline diencephalic structures (essentially the thalamus), but 

episodic memory would further require the frontal lobes (Squire and Zola, 1998). 

In this view episodic memory is the gateway to semantic memory (Eichenbaum, 

1997). New information is recorded within the context o f the event, but with 

repetition the unimportant event-related information is pruned away leaving just 

the important factual information remaining.

Another important division in long-term memory is that between explicit 

and implicit memories (Schacter, 1994). Explicit basically refers to declarative 

memory. Implicit memory involves memories which allow one to use certain 

procedures and 'know  how' necessary for performing habitual actions, or
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ingrained skills. Again, it might be useful to make a connection between implicit 

memory and episodic memory insofar as both are initially learned in context, but 

implicit memories undergo a greater amount o f pruning away o f contextual 

information (Eichenbaum, 2002). In this way, long-term memories can be placed 

on a continuum based on connections to context with episodic memories at one 

end and implicit memories at the opposite end. This view is supported by the 

views of memory outlined above.

Memory involves three distinct stages which are encoding, storage and 

retrieval. Encoding seems to be affected by two factors, the amount o f 

processing involved in the encoding and context. Encoding is linked to the 

surrounding context and physical state. In a study of the effects o f alcohol on 

encoding Maylor and Rabbit (1993) found that memories encoded in a state of 

intoxication were better recalled in a state o f intoxication rather than one of 

sobriety. Thus, it seems that a match situation between encoding and retrieval 

states, as a type of internal context, is optimal for the functioning of memory. 

Friedlander (1990) reports on a study of second language writers wherein the 

subjects' level of writing was shown to increase if the subject matter they were 

writing about (a cultural event) was encoded in the same language they were
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writing in. From these results it seems then that not only state (internal context) 

but also situational context has an effect on both encoding and retrieval. It has 

also been found that memories which have been explicitly reactivated need to be 

encoded again.

The storage o f memories has become an important theme in memory 

research from a cognitive science point o f view (Eichenbaum, 2002). The 

different types o f memories, short-term versus long-term, episodic versus 

semantic, and explicit versus implicit, might also relate to different storage areas 

(Tulving, 2002). One recent proposal, which is gaining support from the 

connectionist view of the brain, is that o f so-called convergence zones (Damasio, 

1994). The idea behind convergence zones is that memories are not in fact 

stored in the brain as complete chunks and that Information for memories comes 

in from different perceptual routes. Each o f these different routes is seen as 

generating information which is stored separately but at the same time needs to 

be able to come together to form a complete memory. Damasio (1994) calls the 

location where the memories are assembled convergence zones.

Support for this proposal comes from observations that the same incident 

is never remembered exactly the same way twice. Episodic memories change
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over time, even from minute to minute. Damasio (1994) postulates that in 

different contexts and different situations we choose to call up different elements 

o f an incident. Things that we had not noticed as part o f the incident sometimes 

become pivotal over the passage o f time and different configurations within the 

internal system (Kroll et al. 1996).

According to this view, perception information provides the necessary 

building blocks for all memories and convergence zones would function as a 

assembly areas for piecing together this scattered information. This perspective 

has a further advantage, providing as it does, a workable and defendable model 

o f memory which correlates to the continuum mentioned above. Thus, on this 

view, different types o f memories are formed into different sized associated 

chunks with various levels o f flexibility and fixedness. The smallest chunks are 

seen as the most fixed and having the highest level o f  implicitness while the 

larger chunks o f memory are seen as showing the highest level o f  variation, not 

being very fixed, and requiring the frontal lobes to select the right aspects o f 

the memory for a particular context and put them together. Such a model o f 

memory is markedly similar to recently proposed models o f  the mental lexicon 

(Nattinger & DiCarrico, 1992).
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We now take a look at memory processes to add one last detail to the 

model o f  memory formed here. There are basically two different elements in the 

processing of memories; depth o f processing and transfer-appropriateness in 

processing (Eichenbaum, 2002).

The basic idea behind the depth o f processing hypothesis is that the 

amount o f thought put into processing a certain stimulus predicts how well that 

stimulus will be encoded and subsequently retrieved. Thus, in a situation where 

the subject rehearses more and in a more expansive way, more will be 

remembered than if the rehearsal involves simply repeating the information 

enough to get it to shift from short-term to long-term memory (Terry, 2000). 

The hypothesized basis behind this is connections (Stevick, 1996). The efficacy 

of eiaborative rehearsal with respect to maintenance rehearsal is seen as related 

to context, the surrounding situation and internal cognitive states both ensuring 

effective encoding (Schacter, 1996). Eiaborative rehearsal is a seen as activating 

a host o f  pre-existing information to form links with the new information. Thus, 

from the very outset the new information is viewed as being weighed against 

what is already in the system, a place in a pre-existing category being found for 

it (Stevick, 1996). An increased postulated benefit also comes from the fact that
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the new information, immediately connected, is seen as becoming part of the 

priming system of the brain, which means it has a higher chance o f being 

primed or triggered by the other bits of information it is connected with. Thus, 

the more connections made for a new memory the higher its chance of survival 

and the more easily it will be retrieved and be made ready for the pruning 

process.

The basic idea underlying the theory of transfer-appropriate processing is 

that the cognitive operations that were used in encoding need to be used for 

retrieval (Baddeley, 1997). Thus, if a word is learned through a correspondence 

with a picture then it is seen as better retrieved with the picture as a stimulus. 

In a word completion task, the subjects exposed to the written form of a word 

have been shown to be better able to complete the task than those exposed to a 

picture representation of the word (Weldon et al., 1995). This hypothesis 

supports the idea that there are different functions in the brain, even within the 

same perceptual mode, for example sight, which might lead to a separate store 

for memories and systems (Baddeley, 1997). It must be remembered that systems 

like picture recognition, as opposed to word recognition, are a product of 

memory itself as skills are nothing but bundles of implicit memories. The
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foregoing strongly supports a system within which memories are stored 

separately but are able to be pulled together.

3.3 Language and the Brain

Language is a function, albeit a special one, o f the brain and as such behaves

much like the other functions (Lamb, 1999). In a connectionist model this means

that language is involved in a symbiotic relationship with the other functions of

the brain (Ratey, 2001). Certainly, language, and particularly the lexicon, is very

much reliant on memory for the component parts (lexemes) and

cognition/movement is needed to sequence and articulate lexemes (Fabbro, 2000). 

3.3.1 Localization

The results o f imaging and other psycholinguistic studies experiments are 

revealing that language is reliant on various neurological structures scattered 

throughout the brain, as one would expect to find in a connectionist model 

(Lieberman, 2002). Yet, as Bowers (2002) argues there are still localized 

networks fianctioning.

Looking at some recent studies we find a rather confusing array of 

different parts o f the brain used for different linguistic components and even 

individual lexical items (Pulvermiiller, 2002). Following W ernicke's early 

observations the superior temporal gyrus does seem to be involved in the
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processing of linguistic sounds, but only in larger strings of sound and not 

during internal linguistic tasks like lexical decision making (Wise et al., 2001), 

thus the superior temporal gyrus might only be used for auditory processing but 

not linguistic processing (Binder & Price, 2001). Differences between the 

processing of words and nonwords have been observed in neighbouring regions 

around the superior temporal gyrus. The effects of these regions on language are 

not exactly clear because of the mediating effects o f attention. Thus, despite all 

the studies carried out to date there is no single localization point for linguistic 

sounds (Price, Indefrey, and van Turennout, 1999).

Moving onto words, Pulvermiiller, Lutzenberger & Preissl (1999) 

conducted studies which linked nouns and verbs not only to separate parts of 

the cortex but to the modalities in which they were learned. Thus, concrete 

nouns were shown to be stored in visual processing areas while word forms 

occurring with movement of the body (action verbs) are stored in areas known 

to house knowledge of movement.

Recent studies have shown increased involvement o f the right hemisphere, 

not to mention, subcortical structures in the processes of linguistic production, 

storage, and reception (Marien et al. 2001, Gazzaniga 2000, Fabbro 2000). In
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fact language might be so diversely spread around the brain that it may seem 

strange to even use the term localization (Lieberman, 2002). The right

hemisphere has been implicated in processes as diverse as the recognition of

prosody and picture naming. The limbic system has been shown to play an

important role in the production o f involuntary language such as screaming and 

cursing (Fossati et al., 2003). In addition, the cerebellum plays important roles in 

the timing and sequencing o f language, which covers elements o f both

phonology and syntax (Marien et al., 2001).

In effect, findings such as those presented above should not come as a 

great surprise to anyone working from a connectionist point o f view. Not only is 

perception constrained by syntactic, semantic, and lexical knowledge (Ganong, 

1980) but the semantic processing at world level is often defined by knowledge 

of syntactic relationships between the elements in the stimulus sentences 

(Marslen-Wilson & Tyler 1981, McClelland & Kawamoto 1986). Such findings 

obscure the classical distinctions between production and reception and 

competence and performance in addition to creating problems for imaging studies.

The point to be made here is that studies o f language processing and 

production, firom a traditional localization viewpoint, have shown that true
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localization does not exist. There always seems to be an interaction o f modalities 

in language processing either with regard to the perceptual routes that the 

language data is generated from (Pulvermiiller, Lutzenberger & Preissl, 1999) or 

with regard to modalities in the brain itself, as is evidenced by the Stroop effect 

(Brown & Siegler 1996, Besner & Stolz 1999, Wright & Wanley 2003). The 

evidence supports a system o f language in which items o f information, as well 

as underlying functions scattered around the brain, combine to or form one 

complete, interconnected system. Looking at language in this way, maybe the 

best way to encapsulate the neurological evidence, is to posit that language, 

following descriptions by Damasio (1996) and LeDoux (2002), is also produced 

and processed in convergence zones and that these convergence zones need to be

managed by some storehouse o f information, both linguistic and extra-linguistic.

3.3.2 Language and Points o f Interaction 

The rapidly developing model o f the plastic/integrated brain presented above

shows that different circuits, to use a term adopted from Lieberman (2002),

affect each other. Ratey (2001) likens cognitive functions to a river with

different tributaries supplying different necessary information. Language is seen

as an essential part o f  this cognitive process and as such the use o f language

(Chomsky’s e-language) is seen as equally subject to the same outside forces
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that affect general cognition for its use. This is supported by new experimental 

techniques which have increasingly shown that various aspects, and in particular 

verbal aspects, o f language are distributed across the brain (Binder & Price 2001, 

Brown & Hagoort 1999). Interestingly, the findings o f  neurologists have more 

often than not coincided with the views o f cognitive linguists such as Langacker, 

G. Lakoff and S. Lamb, to name but a few, about the basic connections 

between language and cognition as well as the presumed role o f the lexicon on 

the basis o f the linguistic and neurological evidence.

3.4 Psycholinguistic Models o f Language Production and Reception

This section briefly reviews the main models which have been devised to date

to try to explain both language reception and language production. Models o f

reception are o f particular interest to us here because they expound on how the

lexicon is activated and as such have much to say about the nature o f the

lexicon.

3.4.1 Reception

Reception revolves around the idea o f how language is received and recognized

by the brain. That is, how do people recognize linguistic sounds for what they

are and how do they access their counterparts stored in the lexicon.

3.4.1.1 Serial Search Models
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One o f the most influential early models o f speech recognition is the Motor 

Theory, generally associated with Liberman and Mattingly (1985). This model 

basically makes a direct link between speech recognition and articulation. The 

claim is that we use our knowledge o f the articulation o f different sounds to 

determine what sounds we are hearing. By positing such a relationship the 

model can effectively deal with the phenomenon o f variance in the production o f 

individual phonemes. For example, in the syllable /tu/ the first segment /t/ is 

pronounced differently than in the syllable /ta/. The differences in pronunciation 

are due to so-called coarticulatory effects from the following vowel sounds and 

their different places o f  articulation. By linking reception to articulatory 

movements the model focuses on the commonalities involved in the process o f 

creating a specific phoneme despite a high level o f variability both within and 

across speakers, thus making it possible to identify a specific phoneme despite 

differences due to different articulations. Earlier versions o f the model specified 

speech recognition at the phoneme level, but a later version (Liberman & 

Mattingly, 1985) posited it at a more abstract neuromotor level. This theory is 

interesting because it posits a direct link between movement and cognition, as 

well as usage. Thus, recognition o f specific units o f  speech is seen as reliant
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upon breaking the speech unit down to a series o f movements which must be 

either reenacted or cognitively recognized (a process which uses the same 

neuronal firing patterns according to Ratey (2001)).

Support for the motor theory comes from research on how second

language learners actually go about learning to pronounce the segments o f the

target language. In such a situation, it has been pointed out in the information 

processing theory o f Rummelhart and Norman (1978), a learner often hears the 

phonemes o f the target language within the parameters o f the first language. To 

learn the sounds o f the new language, then, listening alone will not suffice.

They need to listen and practice new articulatory movements together to shift

their already present first language schema or to build a new schema if 

necessary (Rummelhart & Norman, 1978).

One o f the models influenced by motor theory was the fuzzy logical 

model, developed by Massaro (1989). Using the basic concept o f prototypes, the 

fuzzy logical model relies on a system o f pattern recognition that occurs in a 

series o f steps; feature evaluation, feature integration and decision (Yeni- 

Komshian, 1998). Each phoneme or sound is composed o f a set o f  features 

which represent the ideal value o f that phoneme. The model allows for a certain
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amount o f drift away from the ideal value o f a specific phoneme while still 

allowing for recognition o f that phoneme, because it is acknowledged that in real 

speech situations, the ideal is almost never reached. The first stage o f feature 

evaluation examines how well the input matches similar structures in memory. 

The second stage, feature integration, spells out the degree to which the input 

structure matches a specific prototype. Finally, in feature decision a decision is 

made as to whether a match can be made. This is an interesting model because 

it employs a system markedly similar to that o f cognitive/connectionist 

approaches to language. In effect, phonemes or sounds in the fuzzy logical 

model are arranged in radial categories with a prototype providing the core. 

Following this, the model then must also contain connectionist elements as well.

The last o f the serial search models we will look at is the autonomous 

search model o f Forster (1976). Rather than focusing on the sounds, the 

autonomous search model focuses on words and different ways o f  locating words 

in the lexicon. In the model there are three basic units or 'files' which can be 

used to access a word in addition to a master lexicon, which houses all words 

in all their forms. Each specific file is reliant on different properties which 

allow lexical entries to be accessed through the varying modes o f  reading
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(orthographic file), listening (phonological file), and speaking (semantic/syntactic

tile). According to the model, each of these different access routes can only be

used one at a time. Once the desired word is located in its specific file then the

word needs to be located in the master lexicon. The second search must occur

because it is only the master lexicon that contains all the information about the

specific entry. This model is interesting because it posits a separation of the

lexicon based, in part, on different perceptual modalities.

3.4.1.2 Parallel Access Models 

Parallel access models of speech perception distinguish themselves from serial

access models in that many operations are said to be able to occur

simultaneously. Many different kinds o f interconnected information stored across

the diverse expanse of memory are used to access the correct sound structure

(phoneme) or indeed the correct lexical entry.

The TRACE model falls, according to Reeves at al. (1998), into the

connectionist category, but focuses more on the sound (phoneme) level. The

TRACE model tries to explain recognition by creating a model based on

neurophysiological architecture. In this model speech recognition relies on

patterns of strengths and weakness in the connections between what are called

nodes in a complex neural network. The nodes are processing units which
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contain information about some linguistic features, such as distinctive (phonetic) 

features, phonemes, or words. Each node has a different threshold level, based 

on frequency. When input is consistent with the unit the node represents then it 

is said to be activated and the level o f activation will rise depending on the 

level o f correspondence. Once the level o f activation reaches the threshold level 

then the node will fire, thus rendering its information available for use.

In this model bidirectional connections are posited as existing between

nodes on different levels (phonetic - phonemic - word). Thus, if  the phoneme /f/ 

is fired, word nodes containing the phoneme /f/ will be activated but those

containing Izl will be inhibited. In this way, the correct word is identified 

quickly. The advantage o f this model is that a wide variety o f information, such

as suprasegmental information is also available and there is no specific order to

what must occur first. In this way the most salient element o f  a sound or a

word unit can be used to quickly identify that unit.

Another influential model o f speech perception is the cohort model. First

developed by Marslen-Wilson and Welsh (1978) and later revised by Marslen-

Wilson (1987) this is a hybrid model utilizing both serial and parallel systems. 

The first stage o f this model is serial in that only acoustic information, starting
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at the beginning of a word, is used to activate a cohort. After a cohort has

been identified by using only phonetic-phonemic information, all different types 

o f information (including phonemic information as well as information coming 

from the context) can be used to narrow down the field o f  cohorts until just 

one word remains. In his overhaul o f the model, Marslen-Wilson (1987) was 

careful to bring the cohort model closer to the parallel access fold by 

incorporating explanations o f  frequency and non-word units.

Another early parallel access model which proved to be highly influential 

is the logogen model, outlined in Morten (1969, 1979). The logogen model 

claims that speech perception works in a way similar to the TRACE model, but 

it focuses only on word or morpheme level recognition as Morten sees these as 

the principle units o f the lexicon. Thus, each lexical entry has a logogen which 

keeps tabs o f the correspondences between incoming stimulus and the different 

types o f information encoded in a lexical entry. As in the TRACE model, each

logogen has its own threshold level that determines when it will fire.

In the logogen system, information used to activate the logogen comes 

from three principal sources; audio information, visual information, and the 

cognitive system. In addition there is an output buffer, which acts as monitor
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and loops back to the logogen system in the event that the wrong lexical entry 

has been activated. In the revised edition of the model (Morten, 1979) the 

results of experiments showed that the input data coming in from different

modalities was handled differently and thus separate channels were set up 

creating visual logogens, auditory logogens, and output logogens. Each o f these, 

in turn, were seen as both receiving and providing information for the cognitive 

system.

The last parallel access model we will look at in this section is the

connectionist model (McClelland & Rummelhart, 1981). In this model, 

information is represented as organized into neural nets made up of nodes and 

connections between the nodes. In the model there are input nodes, which

process visual and auditory stimuli, output nodes, which determine responses, and 

hidden nodes, which are responsible for calculating between input and output.

The hidden nodes occur at various levels and each level handles certain features 

of a word, including orthographic, phonemic/phonological, and semantic

information. Accessing a word, then, proceeds by breaking the input stimulus

into features which correspond to certain node levels. These features are

combined to activate features on a higher level and so on until the correct
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lexical item is activated. Unlike the other models, the connections between nodes

in the same layer can be excitatory or inhibitory. Thus, when one node on a

certain level achieves activation and fires it sends activation up to the nodes in

the next level that share the feature, but at the same time inhibits other similar

connected nodes for firing based on the same stimulus. In addition, the

connectionist model deals with frequency effects in a different way than the

cohort model. In the connectionist model frequency is recorded not in threshold

levels but on the strength of the connections to lower level nodes. Thus, when a

certain feature is activated it will pass its activation on faster and more

efficiently to nodes with which it is better connected. Priming and context

effects are said to work in the same basic way. Context features will be

available faster if the connections are stronger and more diverse. In this way the

connectionist model is the most like the actual working o f the brain.

3.4.2 Production Models 

Production models are important for us here because they expound on activating

the lexicon for a different purpose. As a result production models reveal more

about how meaning/concepts and not sound might be coded in or linked to the

lexicon. Early models of production, such as Fromkin’s (1971) Utterance

Generator model, and Garret’s (1975) adaptation thereof, assign the lexicon a
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small role. Fromkin’s model, for example, is composed o f  six different stages or

modules. It is not until the fourth stage, after the syntactic structure has been

specified (stage 2) and many suprasegmental features have been set (stage 3)

that words are selected from the lexicon.

3.4.2.1 Levelt’s Form and Lemma 

Levelt’s (1989) blueprint, one o f the most influential models o f production, is

comprised o f three main levels or modules o f operation as well as a system o f

self-monitoring. In the middle o f these connecting the middle level o f operation,

the fonnulator and the system o f monitoring is the lexicon.

Unlike earlier models in which concept generation is represented as

essentially semantic, the conceptualizer in Levelt's blueprint relates to intention

and purpose. The procedural knowledge used in the conceptualizer to generate

messages is deposited in working memory, to hold for as long as they are

needed and in particular for the duration of the monitoring process (Levelt,

1989). The conceptualizer also makes use o f declarative knowledge stored in the

long term memory both o f the world and o f  the specific situation in which the

speaker happens to find himself/herself. All this information is used to form

what Levelt calls a preverbal message. Preverbal messages are seen as being

planned in two stages; the micro and the macro.
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Macroplanning involves the elaboration o f  som e com m unicative goal into a series o f  subgoals, 

and the retrieval o f  the information to be expressed in order to realize each o f  these subgoals. 

Microplanning assigns the right propositional shape to each o f  those 'chunks' o f  information, as 

w ell as the informational perspective (the particular shape and focus) that w ill guide the 

addressee's allocation o f  attention.

(Levelt, 1989:11)

The formulator has two basic levels upon which it is seen as working to

translate a conceptual structure into a linguistic structure. The first o f these

involves the grammatical encoding o f the intended message. Grammatical 

encoding is achieved by accessing the part o f a lexical entry called the lemma. 

The lemma contains information about a lexical item ’s meaning which is stored

as a series o f concepts as well as a wealth o f syntactic information.

Grammatical encoding is finished when the information in the lemma is 

used to create what is called a surface structure which Levelt (1989:11) defines 

as, “an ordered string o f lemmas grouped in phrases and subphrases o f various 

kinds.” After grammatical encoding the second stage called phonological 

encoding takes over. Phonological encoding works by accessing information in a 

lexical entry’s form. The form part o f a lexical entry contains information about 

the phonological as well as morphological structure o f  a lexical entry. This 

information is used to generate an articulatory plan. In the articulator, only
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certain parts o f the articulatory plan are available for conversion to actual speech 

at a time. Levelt posits a buffer which slows down and chunks the flow o f the 

articulatory plan so that it can be checked and corrected before it goes out.

On top o f these three levels o f operation there is also a system o f self

monitoring. According to Levelt there is evidence to support the claim that a 

speaker is her/his own listener. Once more this monitor operates both during the 

operational stages and at the level o f  overt speech, the actual output produced 

and its operation is the same for all the levels it works on. Thus, errors can be 

detected anywhere along the operational system and even after the speech has 

been produced. This means that pieces o f both internal and external speech must 

be held in working memory long enough for the interlocutor to be able to 

analyze them. An extremely important repercussion for the monitor is that Levelt 

claims the same monitor is used to analyze speech produced by others. This is 

an important claim because it inadvertently supports claims from proponents o f 

cognitive/usage-based models about how language is actually learned. In this 

view, the monitor could be the mechanism which allows language learning to 

occur.

Levelt's model is interesting, despite its modular framework, because it



posits the lexicon in a central position in the entire process with connections 

running between the lexicon, the formulator, and the speech comprehension 

system. According to Levelt,

T he assum ption that the lex icon  is an essen tia l m ed ia to r be tw een  concep tualiza tion  and 

gram m atical and phonological encod ing  w ill be called  the lex ica l hypothesis. T he lexical 

hypothesis entails, in particu lar, that nothing in the sp eak er’s m essage w ill by itself 

trigger a particular syntactic form , such as a passive o r da tive  construction . T here  m ust 

be m ediating  lexical item s, triggered  by the m essage, w hich  by the g ram m atical 

properties and their o rder o f  activation  cause the G ram m atica l E ncoder to generate  a 

particu lar syntactic structure.

(1989:181)

Levelt sees lexical entries as being composed o f  four chief types o f 

information; meaning, syntax, morphology, and phonology. The first two o f these 

make up what Levelt (1989) calls the lemma information and the latter two 

comprise the form information. Lemmas and forms are connected by lexical 

pointers. Items in the lemma lexicon are activated due to correspondences in 

their lemma to specific syntactic or semantic conditions. Thus, lexical items are 

retrieved on the basis of the lemma information. Lexical items are then arranged 

as they are retrieved in the order inherent in the preverbal message. Once the 

lemmas have been activated then the corresponding form information is activated 

by the lexical pointers and is used by the phonological encoder to create the
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surface forms. In this model we can see that the lexicon plays a pivotal role in 

the creation o f  forms, but its role is one o f  an intermediate rather than a 

leading nature.

De Bot (1992) undertook to explain how Levelt’s model could work for 

bilinguals. For de Bot the main question to be answered in respect to adapting 

Levelt's model from monolingual to bilingual generation o f language is how 

lexical items are selected for use. This question brings to light some pivotal 

points o f language production in general, particularly when we consider the

observation made by Levelt (1989:368) and Paradis (1987) that the different 

registers characteristic o f  proficient monolingual speech would seem to follow the 

same mechanisms and restrictions as the use o f  different languages.

In order to deal with this de Bot (1992) makes several decisions about

where the different levels in Levelt's model will be integrated and where they

will be separated. Moving from the higher lever level components o f production 

to the lower level ones, de Bot (1992) first proposes that the conceptualizer is 

both separate and integrated. He postulates that macroplanning is an integrated 

process that works in the same way for the two languages. This is posited on 

the basis o f  the belief that the knowledge used for macroplarming is not
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language specific, whereas, the concepts used for microplanning are. Just as 

Levelt (1989) uses microplanning to handle register differences, it is assumed by 

de Bot (1992) that this level will be different for each language, but it is not 

certam how these different concepts associated with specific languages would be 

stored or organized in the brain. As for the formulator, de Bot sees there being 

separate formulators for different languages. This is based on two basic beliefs; 

one that languages differ too much in their structures to have one formulator

working for both and second, that evidence from code-switching supports 

separate formulators working simultaneously in accordance with a proposal from 

Green (1986). De Bot (1992) posits that there is one integrated lexicon for all 

languages and the concepts present in the preverbal message will allow for the 

most closely corresponding lemmas to be selected and activated. Since the

preverbal message contains information that is very much language specific, then 

there is no reason to posit separate lexicons. According to de Bot (1992:21),

'[w jithin the lemma, meaning and syntactic information may not be inextricably 

linked'. Each lexical item may have several lemmas which are linked in

different ways along the lines o f the spreading activation model o f  speech 

production proposed by Dell (1986). In the same vein, the articulator is seen by



de Bot as functioning in the same way for all the different languages involved. 

The articulator is seen as storing all the possible sounds of all the different 

languages in syllable form as Levelt (1989) claims that syllables are the basic 

building blocks o f language. All in all, de B ot's (1992) paper is more o f an 

explanation than an adaptation o f Levelt's model as regards how it might work 

for bilinguals or multilinguals, the most interesting aspect o f  which is his claim 

following Green (1986) that a bilingual will actually produce parallel versions o f 

the same intended message in the microplanning stage as well as in the 

formulator. This was posited to explain code-switching.

Myers-Scotton and Jake (2001) claim in their own, more recent, attempt 

to account for code-switching based on Levelt’s model that there is a higher 

level o f complexity in the lemmas than proposed by Levelt (1989) and de Bot 

(1992). They develop a model of language production called the 4-M Model. 

They posit that there are four types o f morphological information divided into 

two major groups; content morphemes and 3 types o f system morphemes. 

System morphemes are described as being early or late. Early system morphemes 

are activated at the lemma level which means they send information to the 

formulator. Late system morphemes are outside the structure they are involved in.
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While the details of the approach are not necessary in the current discussion, the 

crux o f their claim that the information housed in the lexicon is more complex 

and varied than was previously thought and that this level o f particularly 

morphological complexity is needed to explain code-switching data makes a 

compelling point.

3.5 Concluding Remarks

In this chapter mformation and arguments related to language and the brain have 

been brought forth in order to provide a better picture o f how a linguistic 

system could be expected to operate. Models o f language reception and 

production were also introduced so that their validity in relation to what was 

presented, both here and in the previous chapter, could also be assessed. The 

picture which emerges is one o f constant change and diversity. The functioning 

o f the brain can best be characterized as simultaneously unified but variant. This 

would seem to indicate that while the brain does perform operations according 

to certain guidelines, and therefore in the same way, it is also capable o f  doing 

the same operations in a multitude o f ways. In short, the behaviour o f the brain 

is context dependent. The brain is not highly restricted in its operations and 

therefore, any model o f language should also not be so.



It seems, on the basis o f the arguments put forth here, that linguistic 

systems, and even the mechanisms individuals employ to achieve linguistic tasks, 

do vary slightly across individuals. The design o f  the brain allows for, and even 

promotes, this variability and any model o f language and language acquisition 

needs to be equally flexible.
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Chapter 4: Acquisition and Teaching/Learning

This chapter presents a brief introduction to some o f the theories, models, and 

approaches to the rather extensive field o f second language acquisition (SLA). 

The intent here is to introduce some o f the theories some elements o f which 

can be used to support the view o f the lexicon as central element in both 

language acquisition and use.

4.1 Second Language Acquisition Theories

In general second language acquisition (SLA) theories, as mentioned in Brown

(2000) and critiqued in Johnson (2004), have traditionally been reliant upon the

current theories o f linguistics and/or psychology. In recent years, however, SLA

is a discipline that has come into its own. Rather than merely implementing

current linguistic models or adapting them, SLA has begun to develop its own

set of theories and concerns. Much o f this has resulted from the realization that

second language acquisition is both similar to and different from what has been

observed in first language acquisition studies (Kecskes & Papp, 2000).

4.1.1 The Contrastive Analysis Hypothesis 

First proposed by Fries (1945) and expanded by Lado (1957) the Contrastive

Analysis Hypothesis (CAH), heavily influenced by behaviourism, proposes that

subsequent language learning is basically a process o f  acquiring new habits. But
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these new habits need to be superimposed upon or built out o f preexisting habits. 

Rather than a whole new repertoire o f new behaviours or habits having to be 

learned for a new language, it was noted that all languages share certain 

similarities as well as differences. Thus, the hypothesis predicts instances o f both 

positive transfer/facilitation, where the languages share the same features/habits 

and no difficulties are expected to arise, and negative transfer/interference, where 

the languages differ. The CAH claims that learners will have difficulty in 

picking up the new language features where the target language differs from the 

first language (Lado, 1957). Following this, the proposal is that second language

instruction should revolve around those areas o f interference.

The CAH was an important development in its time. In accordance with 

its popularity, much research and discussion was devoted to the CAH. Two 

basic positions on the CAH developed (Wardhaugh, 1970). The strong view 

claims that a carefully conducted contrastive analysis would actually allow one 

to make predictions on how well the students would leam and teaching materials 

could, on the basis o f the contrastive analysis, be analyzed for effectiveness 

prior to being implemented. The weak view claimed that the CAH was a useful

tool in analyzing the origin o f  actually occurring errors (Gass & Selinker, 1994).
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However, it was claimed that up to about 30 percent o f  learner errors could be

either predicted or explained on the basis o f contrastive analysis (James, 1998).

With such low support for the overall effects o f interference on the language

learning process, and with the demise o f behaviourist approaches, the CAH in its

strong form was largely abandoned by the end o f the 1970s (Larsen-Freeman &

Long, 1991).

4.1.2 The Interlanguage Hypothesis 

The Interlanguage Hypothesis developed as a direct result o f the disappointments

with the failed predictions o f the CAH, coupled with the findings o f error

analysis suggesting that most errors produced by learners did not come from

their LI (James, 1998). Interlanguage (IL), as the name implies, put the focus

on the leaner and the internal processes o f language learning. The Interlanguage

system is, then, viewed as an intermediate, or in N em ser's words approximative

system (Corder, 1971:151) located somewhere between the LI and the target

language.

In the interlanguage hypothesis, the learner language is seen as being

rule-governed and systematic even though those rules and system diverge from 

both the native speaker LI and the L2 systems. Once more, the IL system is 

also seen as dynamic in that is constantly changing. Learning is represented as
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allowing the learner to move along a continuum of development, which brings 

their IL system ever closer to that of the target language (Selinker, 1972).

One o f  the continued criticisms o f Interlanguage theory is that the term 

Interlanguage refers both to the internal system and the actual language forms 

used by a learner (Cook, 1993). According to Chomsky’s (1965) famous 

distinction between competence and performance, we would not expect the two 

poles o f the IL continuum to be equal or equally systematic. Early on, support 

for the systematicity o f IL was provided by morpheme order studies conducted 

by Dulay and Burt (1974) and Bailey, Madden, and Krashen (1974), following 

Brown’s (1973) LI morpheme order studies, and these would seem to support 

the belief that there are some underlying principles which guide the second 

language learning process. Goldschneider and DeKeyser (2005), in a 

comprehensive review o f twelve L2 morpheme order studies, come to the 

conclusion that salience, not any internal grammatical factors, is the major 

determiner o f the order o f acquisition o f morphemes in learners o f  English.

Ellis (1999), following comments from Meara (1984) who criticized IL 

for its over reliance on describing only what the L2 learner can do and not how 

this differs or might be compared to native speakers, advocated a new and
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promising type o f IL based on the idea o f free variation. He argues that just

because interlanguages are indeed systems does not mean they are not prey to 

variability. Ellis (1999) sees free variability as coming as the result o f lexical 

networks and the incomplete integration o f a new item into the system. This 

view can also be used to explam fossilization, or the observation that most 

learners fail to make it to the end o f the continuum and achieve native speaker

like proficiency in the target language (Han, 2004).

As one o f the first cognitive theories o f second language acquisition, the

Interlanguage Hypothesis has had a profound effect on the field o f SLA in 

general. It allowed researchers and teachers to shift their attention away from the 

errors learners make to the actual processes o f learning and, as such, it

continues to affect the field.

4.1.3 The Input Hypothesis 

The Input Hypothesis (IH) o f Krashen (1985) is a nativist model o f second

language acquisition which claims that language learning will occur under certain

conditions, the most important of these are the level, type, and amount o f input

given. Comprehensible and meaningful input is in this perspective both necessary

and sufficient for second language acquisition to occur. According to Krashen

(1985), second language acquirers need to receive input which will enable them
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to move beyond their current state, i, to the next stage o f  development in the

continuum, i+1. The way in which this works is for acquirers to encounter input

that is slightly ahead o f their current level while still being comprehensible.

Only comprehensible input slightly above the learner’s level will, on this

view, allow students to pick up linguistic structures naturally (acquire them) -

without these structures being overtly noticed or being deeply processed - so that

they can be later used for productive purposes or output. Krashen (1985) makes

it clear that he does not necessarily see this transformation from input to intake

to output as taking place immediately or even quickly. For Krashen and Terrell

(1983) and their Natural Approach as for Asher (1982) and his Total Physical

Response (TPR), listening is the key to language acquisition. ON this view,

getting opportunities to practice (produce) the target language is not necessary as

speaking ability will develop as long as the learner has acquired the structures

naturally.

4.1.4 Language Transfer 

Modem studies o f  transfer and the resulting views are well within cognitive

views o f language acquisition. There are essentially two types o f  transfer;

positive and negative. Positive transfer is when elements o f the LI have a

facilitating effect on L2 due to similarities. Negative transfer is when a
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preexisting element from one linguistic system interferes with another system 

(Odlin, 1989). This seems simple but recent studies in the bilingual and 

multilingual tradition show that transfer is much more subtle. In transfer theory 

the dominant system is generally seen as affecting less used or developed 

systems (De Angelis & Selinker, 2001). Cook (2003), however, reports on 

mounting evidence that transfer can flow in two ways and that the L2 can also 

affect the LI. This shows that different languages are somehow connected (Clyne, 

2003).

In the cognitive-computational tradition transfer is about knowledge, 

specifically using already present knowledge one has about one’s LI or how to 

use one’s LI in building the L2 system (R. Ellis, 1994). It should be clear that 

transfer can and does relate to all aspects o f linguistic knowledge, for example, 

lexical as well as structural and pragmatic (Clyne, 2003). It should also be clear 

that transfer does not necessarily relate to knowledge o f only one particular 

aspect o f language at a time, but o f knowledge o f how a certain range o f 

aspects o f language are used. This is because it is proposed that transfer 

typically occurs in situations o f  actual language use. We can therefore, see 

transfer - at least in large part - as a context-based or use-based driven
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phenomenon.

4.2 Approaches to Second Language Teaching/Learning

Many approaches to the teaching/learning o f a second or foreign language have

been developed or implemented over the last sixty years. Rather than review all

o f these, in this section, a small number of approaches will be adverted to

which will prove important for the discussion in later sections.

4.2.1 The Behaviourist Approach 

Behaviourist approaches to language teaching necessarily belong to what Richards

and Rogers (1986) refer to as structural approaches to language teaching and are 

based on the belief that language, despite its obvious complexity, is no different 

from any other type o f behaviour (Bloomfield, 1933). All behaviour, in the 

behaviourist view is the product o f a series o f associations made between a 

series o f stimuli and their accompanying responses. It is through the interaction 

o f such associations that even the most complex behaviour is claimed to be 

learned (D. Lieberman, 2004).

Behaviourism basically postulates that learning is about associating co

occurrences as described by classical conditioning (Pavlov, 1927). On this view, 

things that happen to co-occur will become associated provided the co-occurrence 

reoccurs often enough within a certain time interval or is highly salient. In the
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real world, things co-occur in a rich context and these contextual factors may

also be associated under certain conditions (Hammerl, Bloch and Silverthome,

1997). This rather crude notion o f associationism deriving from behaviourism, as

commented on by LeDoux (2002), bears certain similarities to modern

connectionist models.

4.2.2. Sociocultural/Sociolinguistic Approaches 

The basic idea o f the sociocultural approach is that interaction in social

environments is the basis o f learning (Marysia Johnson, 2004). In this view most

closely associated with the work o f Vygotsky, group membership and how one

deals with the group is both imperative and the impetus for learning (Vygotsky,

1978). Once more, these concepts are congruent with approaches and

observations in the field of sociolinguistics which have shown that group

membership and interaction have much to do with the particular linguistic forms

that people develop and employ in different situations (Romaine, 2003). On this

basis, language usage varies depending on particular interactional situations and

group status (Norton, 2000).

At the basis o f Vygotsky’s sociocultural theory is the idea o f mediation.

In between the world, either in its physical or mental representation, and the

individual there needs to be some sort o f mediating device (Vygotsky, 1978).
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The device thought to work as the mediator are symbolic representations or tools 

which are the means through which humans are able to organize and maintain 

control over the self and its mental, and even physical, activity (Lantolf, 

1994:418). According to Vygotsky (1978), and more recently Mercer (2000) 

working from a more discourse-oriented approach, language is the most used tool 

for the mediation o f mental activity. The basic idea is that, through language, 

for example, we can direct our own attention (or that o f others) to significant 

features in the environment, formulate a plan, or articulate steps to be taken in 

solving a problem (Mitchell & Myles, 1998:145).

An interesting example which may serve to explain this process as well 

as form a link between the cognitive models o f language and language 

acquisition discussed below and Vygotskian models is the idea o f  metaphor as 

discussed by Hung (2002). Hung’s basic idea is that 'abduction - the process o f 

generating ideas - is a metaphoric process' (2002:199). Metaphors are claimed to 

be particularly useful in that they contain elements o f both old and new ideas. 

Once more, the fact that metaphors are packaged into and highly prevalent as 

language forms (Lakoff & Johnson, 1980) shows both aspects o f language as a 

mediating device between the world and cognition, as claimed by Vygotsky
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(1978), as well as cognitivists like Fauconnier (1997). On the basis o f these

presumed relationships, Hung (2002) devised an experiment to test whether the 

conceptualizing o f certain metaphorical ideas would in fact lead to concept 

development through communal negotiation. Hung (2002) claims that the 

metaphor succeeded in getting the subject group to understand the relationship 

between the two parts and concludes:

Metaphorical ideas can serve as artifacts m ediating betw een the social-activity-com m unity  

level and the individual-activity-personal level. A  rich understanding o f  the historical 

evolutions o f  the metaphorical ideas within a com m unity practice w ould lead to a greater 

appreciation o f  that practice. Students and learners can develop w ays o f  seeing (cultural 

toolkit) disciplinary know ledge if  exposed to such metaphors.

(p. 211)

Many different methods or approaches to teaching have also been 

affected by Vygotsky’s ideas, from Curran’s (1976) Community Language 

learning to FCrashen and Tyrell’s (1983) Natural Approach. In addition, such 

approaches as cooperative learning and experiential learning bear the trademarks 

o f Vygotsky’s thoughts. Researchers have also linked the Lexical Approach to 

Vygotskian models o f learning.

For example, the ZPD m ight serve to conceptualize the need to m em orize standard 

lexical and grammatical forms used by native speakers, but at the sam e tim e to show  

that learners can make non-standard use o f  forms to express m eanings that are unique to 

their sensibility as non-native speakers.
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(Kinginger, 2002:243)

The ideas o f Vygotsky can be hnked with the general approaches o f

sociolinguists like Labov (1972) and Kachru (1986, 1992), who have identified

group standards in the way people use language. They show that the social

community does seem to play a role in the ways in which people use language

and this may also be a reflection o f how people leam language.

4.2.3 Pragmatic/Functional Approaches 

Pragmatic/functional approaches to second language teaching/learning focus on

how learners use language to suit certain situations and for certain purposes or

functions (Kasper & Rose, 2002). Researchers in the pragmatic/functional

tradition focus on how language forms are used to achieve particular meaning,

principally through what are termed speech acts (Austin, 1962). In this view,

forms are not separable from their meaning and it is, in fact, meaning which

drives the creation o f forms. An additional aspect o f  this approach relates to the

effects that the surrounding context, both situational and linguistic have on the

meanings produced by certain forms (Barron, 2003). Central to this approach is

the idea o f form-to-function mapping, the developing process o f  which is seen as

the key to learning language (Sato, 2000).

In this view the knowledge of pragmatics is what allows a speaker to
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produce a piece o f language which is appropriate to the context. This is

important for the learning o f language particularly because contextual or

situational appropriateness is often more important than creating grammatically

acceptable utterances (Kasper & Rose, 2002).

4.2.4 The Lexical Approach 

The lexical approach, first proposed in Lewis (1993) and further explained in

Lewis (1997, 2000), is an approach for teaching second or foreign languages

based on the concept o f lexis as the centre o f linguistic knowledge, particularly

from a developmental point o f view. Lewis explains as follows:

... basic, or proto-language essentially involves nom inalization - naming o f  concepts - and 

is lexical rather than grammatical. Language consists o f  gramm aticalised lexis, not 

lexicalised grammar.

(Lewis, 1993; 51)

The lexical approach tries to make use o f some o f the newer findings o f 

various related fields in linguists and cognitive neuroscience and uses them to 

come up with a practical theory o f how language is learned and therefore should 

be taught (Lewis, 1997). Central to the premise o f  the lexical approach is the 

belief that the organization o f the lexicon goes beyond simple links to structural 

(phonological) and semantic elements o f units, extending to other units which 

happen to co-occur and are commonly known as collocation. For Lewis,
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collocation forms one o f  the bases o f grammar. With regard to scope the lexical 

approach holds that bare word forms do not form the bases of the lexicon. 

Rather, unanalyzed chunks are seen as forming an important part of the lexicon. 

On the basis o f  this observation two conclusions can be drawn. First, the 

lexicon is potentially highly redundant, inasmuch as there are all sorts o f lexical 

entries which vary across two dimensions, size and degree o f fixedness. Second, 

this new view o f the organization and scope o f the lexicon propels lexis to the 

forefront o f language.

On the basis o f previous research on the lexicon and lexical phrases 

(Pawley & Syder 1983, Carter & McCarthy 1998, McCarthy 1991, Nattinger & 

DeCarrico 1992), Lewis (1993 posits a hierarchy o f  lexical items ranging from 

words, as the most basic and least fixed units, to institutionalised expressions, 

which are longer and may be highly fixed units. With this expanded view o f the 

lexicon and o f the size and behaviour o f lexical units, the lexical approach to 

teaching is based on the idea that grammar is contained in the lexicon. For 

Lewis, there is no separate module which houses grammatical information. Since 

the lexicon is composed o f many different kinds o f  expressions, even sentences, 

then they must contain the grammatical as well as pragmatic information in their
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entries. Such a view has a profound effect on how language are seen as being

learned.

It now seem s plausible that an important part o f  language acquisition is the ability to 

produce lexical phrases as unanlysed w holes or 'chunks', and that these chunks becom e  

raw data by w hich the learner begins to perceive patterns, m orphology, and those other 

features o f  language traditionally thought o f  as 'grammar'.

(Lewis, 1993: 95)

While the Lexical Approach lacks the formalism that one would hope for, 

it is nonetheless important because it takes what were once thought to be 

ironclad theories (and practices) in the development o f language and turns them 

on their head. Where lexis was once thought o f as a small peripheral agent in 

language the lexical approach sees lexis as the core.

4.3 Concluding Remarks

In this chapter, selected theories of second language acquisition as well as 

teaching/learning were introduced. The main purpose o f  this was to see how 

applied linguists have developed ideas about language acquisition and 

teaching/learning, as these ideas may play an important role in deriving 

implications for current linguistic theories.
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Chapter 5: The Controversial Nature o f the Lexicon

The basic concept underlying this thesis is that the lexicon is central to language

insofar that it has the role o f storehouse, generator, and mediator o f all

incoming/outgoing information for language use. This conceptualization o f  the

lexicon is seen as being one o f the most important implications for the

development o f a linguistic model which better serves those concerned with

aspects o f subsequent language acquisition. In this chapter, this role of lexicon is

shown first through an overview o f the role and scope o f  the lexicon, which is

intended to shed a precursory light on some o f the current main issues

surrounding the lexicon, and subsequently through a more traditionally oriented

discussion o f  the ways in which the lexicon has a crucial function in the

production/perception of language relative to the notions o f generativity and

variability.

5.1 The Purpose and Scope o f the Lexicon

There seems to be a strong two-way correlation between the perceived purpose 

o f the mental lexicon and its scope. The more aspects o f  language one believes 

the lexicon to be involved in, the greater will be one’s perception o f its scope. 

Contrariwise, the smaller the lexicon is seen as being, the fewer will be the 

number o f linguistic areas it is perceived as affecting. On this basis, it should
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be apparent that any discussion o f the purpose/scope o f the lexicon needs to be 

related to other aspects o f the linguistic system. For mainstream Chomskyan

linguistics, which, as was argued previously, focuses primarily on structure,

predominance is assigned to the computational or structural element o f language 

at the expense o f the lexicon (See Di Sciullo & Williams, 1987 for a

particularly striking example o f this approach). Alternatively, the cognitive 

linguistic approach, which puts its main focus on how meaning is created, 

emphasizes the importance o f the lexicon over any kind o f computational

component (Lamb, 2000). Thus, we have a major distinction in ideas o f  scope 

and purpose o f the lexicon based on whether the theory is structure- or 

meaning-driven.

In its most basic sense the mental lexicon is seen as a storehouse of 

linguistic information. As Singleton (2000:1) reminds us, this linguistic 

information as implied by the very name lexicon (Greek: ‘o f w ords’), is taken to 

be words. Speas (1997:177) working in the generative-inspired optimality theory 

refers to the lexicon as “the inventory o f words and their properties” . The notion 

that the lexicon is primarily concerned with words can be traced back to the 

development o f the structuralist school o f linguistics and remarks by its founder,
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Saussure.

A rather widely held theory makes sentences the concrete units o f  language: we speak 

only in sentences and subsequently single out words. But to w hat extent does the 

sentence belong to language? If it belongs to speaking the sentence cannot pass for the

linguistic u n it....In  sentences, on the contrary, diversity is dominant, and when we look

for the link that bridges their diversity, again we find, w ithout having looked for it, the

word with its gram m atical characteristics and thus fall back into the same difficulties as

before.

(Saussure, 1959:106)

From this description it is possible to see how the relative fixedness o f the

word (Joannopoulou, 2000) makes it a likely candidate as the main unit o f the

lexicon. Indeed, as has been pointed out by many researchers (Katamba 1994,

Singleton 1999), the word does seem to be the primary unit o f  language. In the

generative view the lexicon is composed o f and generally thought o f as being 

limited to words because words, owing to their finiteness (Chomsky, 1965) can 

be stored. This is commented on by Jackendoff.

Since the num ber o f  possible utterances o f  a hum an language is unlim ited, language 

users cannot store them all in their heads. Rather, f-knowledge requires two components. 

One is a finite list o f  structural elements that are available to be combined. This list is 

traditionally called the “lexicon,” and its elements are called “lexical item s” : for the 

moment let us suppose lexical items are words or morphemes.

(Jackendoff, 2002:39)

This above definition very closely follows what Chomsky had written early on
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about the lexicon: “ ...the base of the grammar will contain a lexicon, which is 

simply an unordered list of all lexical formatives” (1965:84). The early 

generativists were certainly aware of the lexicon in the areas that they were 

working in, but any efforts to come up with a comprehensive view of the 

lexicon were severely hampered by the then current belief that it was better to 

study a particular area of grammar (whether phonology, morphology, or syntax) 

separately and without recourse to any other area, most specifically semantics. 

Chomsky’s view of the lexicon at the time was quite simple:

The representations o f  the individual item s in the lexicon must incorporate the 

know ledge w hich makes it possible for the speaker to utilize each lexical item in 

gramm atically correct sentences. This includes certain syntactic information the speaker 

must have”.

(Chomsky & Halle, 1968:295)

This became the standard view, according to which information held in the 

lexicon was strongly differentiated from regular rules of production. In this 

conception the lexicon stored only what did not conform to the rule-based 

systems which were believed to control all aspects o f language. Di Sciullo and 

Williams championed this view clearly and concisely claiming:

If  conceived as a set o f  listem es, the lexicon , is incredibly boring by its very nature. It 

contains objects o f  no single specifiable type (words, V Ps, m orphem es, perhaps 

intonational patterns, and so on), and those objects that it does contain are there
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because they fail to conform to interesting laws. The lexicon is like a prison -  it

contains only the lawless, and the only thing that its inmates have in common is

lawlessness.

(1987: 3)

Based on this we can see that the lexicon was seen as something which not 

only had no particular structure (and therefore was not worthy o f serious study) 

but also only contained what violated rules. This same early view is still held

by many theoretical linguists working in the generative school - as is evidenced

by the following quote: “Lexicon stores all and only contrastive properties o f 

morphemes o f a language, including phonological, morphological, syntactic, and

semantic properties.” (Kim, 2002:32). It is through this series o f  connected 

theoretical positions that generative linguistics, up to the present, has

marginalized both the role and scope o f the lexicon, relegating it to a simple

storehouse o f idiosyncratic formatives. This view is in strong contrast to 

cognitive linguistic (among others) views o f the lexicon.

In sharp contrast to generative computational models, which are

essentially based on rules that are only partially and often minimally contained 

in the lexicon, there are network-based models o f  language which, modelling 

language as a whole on lexical networks, see things in a very different light. 

The best-known and best-developed o f these are cognitive grammar (most
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notably associated with the work o f Ronald Langacker) and word grammar 

(almost exclusively associated with the work o f Richard Hudson). These two 

systems do have some differences. Hudson, for example, sees word grammar as 

an extension o f the dependency grammar model (Hudson, 2000), while cognitive 

grammar has become entwined o f late with usage-based models (Langacker, 

2000). However, followmg the Parallel Distributed Processing (PDP) model 

developed by Rumelhart and McClelland (1986), they both assert a connectionist- 

type network to be at the core o f language. As the name implies, word 

grammar sees words as the core o f the network, while in cognitive grammar it 

is the lexicon in general, not just words, which forms the core; the lexicon o f a 

language being defined “as the set o f expressions with the status of 

conventionalized units” (Langacker, 2000, 32). The size o f  these

‘conventionalized units’ can vary tremendously from the single morpheme to the 

clausal level. Networks are seen as being expanded out o f  these units, be they 

words or other conventions, on the basis, first, of the categorization o f the unit, 

and then on extension and schematization (Langacker, 2000). Such networks are 

viewed as being built up not predominantly by a system which controls what is 

theoretically possible in the language, but by what is encountered and what is



said, that is actual language use. Thus, on this view, in addition to words 

schemas and prototypes, clearly extra-linguistic information, is also stored in the 

lexicon and helps form its structure (Bybee, 2001). In this perspective, the 

lexicon plays a pivotal role as not only storehouse but also organizer and 

mediator o f language and beyond (Fauconnier, 1997).

From the above discussion, it can be seen that the role and related scope 

o f the lexicon are areas handled very differently by conflicting schools o f 

linguistic theory. Resolving these conflicting views is both important and difficult 

since concepts o f the lexicon, as we shall see in more detail in the forthcoming 

sections, are so closely tied to overall theories o f language.

5.2 The Contents o f the Lexicon

This section attempts to provide a general overview o f the types o f information 

that the mental lexicon is thought to contain. The building blocks are first 

arranged into three different types o f information following most current standard 

views o f the lexicon as organized around the word (Jackendoff 2002, Singleton 

1999, 2000). The question o f redundancy in the lexicon is then addressed before 

the related question o f measuring the lexicon is covered. In embarking on this 

discussion, however, it needs to be emphasized that the lexicon is far from
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being clearly understood and that many central questions have yet to be settled. 

Marslen-Wilson (2001) reminds us that;

The results w e have so far suggest that lexical system s are as notable for their 

differences as for their similarities.

(p. 699)

5.2.1 Building Blocks 

In the applied linguistic tradition, where much o f the work on the lexicon has

been carried out o f late, lexical information, starting with Richards (1976), is

often conceived around the word (Nation 2001) and the lexical entry (Singleton,

2000). The central question revolves around what a person needs to know about

a word in order to use it. It is this information which would need to be coded

in the lexicon. Nation (2001:27) proposes three main areas o f lexical knowledge,

each o f which is broken down into three more restricted areas. For the purposes

o f our discussion here N ation’s model will be followed although, following

Elman (2004) it is not without its problems.

5.2.1.1 Form

Nation (2001) breaks the area o f  form down into three different areas; spoken, 

written, and word parts. He further defines spoken form by asking two questions 

which learners must be able to answer in order to use a word. They are, “what 

does a words sound like?” and “how is the word pronounced?” (p. 27). Singleton
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(2000) underscores the same sentiment claiming that, “[g]iven that knowledge of 

a lexical expression typically includes knowledge o f how that expression is 

pronounced, we have to assume that an entry in the lexicon contains information 

about the sounds out of which an item in question is composed” (p. 85-86). 

Since phonological information is certainly stored in the lexicon the more 

compelling question is how.

The established suggestion for how sounds might be stored in the

lexicon would be that they are stored as segments, which in phonology are

referred to as phonemes or idealized representations o f sounds (Spencer, 1996), 

principally because words have generally been seen as being made up o f

individual segments (Ewen & van der Hulst, 2001) and according to Mehler, 

Dupoux, and Segui (1995:236) segmentation is viewed as a process made 

possible by the lexicon. Interestingly, the segment theory has also been linked to 

the idea o f  orthographic representations in the lexicon and particularly in the

case o f alphabetic writing systems such as is found in English where one 

segment (grapheme) is supposed to represent a single sound (Chomsky & Halle, 

1968). Both Singleton (2000) and Coleman (2002) cite several problems with 

such a strong link, as writing systems are often hardly optimal (Rogers, 1995).
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To explain these differences between sound segments and their orthographic 

representations standard generative phonological theory claims that segments 

necessarily have an internal structure (Ewen & van der Hulst, 2001).

The idea that segments are made up o f smaller units called distinctive 

features has been around since the Prague School (Spenser 1996, O’Grady et al. 

1997). On this view, each segment/phoneme is composed o f a set o f particular 

distinctive features based on the values the sound has in relation to the entire 

set as laid out in a distinctive feature matrix (Spencer, 1996). Distinctive 

features are used by phonologists to explain a wide variety o f phonological 

phenomenon because they are key to eliminating redundancy {ibid.). The question, 

then, in relation to segments is whether it is the distinctive features, the actual 

segments (phonemes o f the language in question) or both which are housed in 

the lexicon. Generative linguists are very concerned with limiting redundancy in 

the lexicon and therefore generally reject dual or multi-coding options although 

according to at least one prominent generativist there is no reason to assume the 

lexicon is not or cannot be redundant (Jackendoff, 2002). This view o f the 

lexicon as a collection o f overlapping redundancies is shared by the cognitive 

linguistic school of thought (Langacker, 2002).
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The question o f redundancy is further complicated by another major 

phonological concern. Modem linguistic theories o f phonology make a strong 

distinction between segmental features (as embodied in distinctive features) and 

suprasegmental features. Suprasegmental features have been identified as stress, 

intonation, prosody, pitch and others (Spencer, 1996). Suprasegmental features 

complicate the issue o f the lexicon because they make reference to levels o f 

representation not below (as is found with distinctive features) but above the 

individual segment level, primarily the syllable level. Claims concerning the 

psychological reality o f syllables and the component parts (or sections) o f  words 

themselves have been substantiated both in traditional phonological and lexicon- 

specific circles (Browman & Goldstein 1995, Bybee 2001). Such observations 

have led researchers like Coleman (2002) to make the rather extreme claim that 

representations in the mental lexicon must be based on suprasegmental features 

and not segments themselves, which have shown little proof o f  psychological 

reality. Coleman’s claim is an interesting one and draws attention to one final 

aspect o f the lexicon in relation to sounds.

The sounds a word is made up o f are used in two basic fiinctions in 

language, reception and production, and the two relate to different aspects o f
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what might be required in lexical entries as regards sound. In reception a 

listener would need to access a limited set o f idealized features o f a word. In 

production, on the other hand, it would be expected that the entire set o f 

information related to the word would need to be accessed at the same time 

(Forster, 1990). Linking this to what has already been pointed out in relation to 

the segmental—suprasegmental level distinction we can make a tentative claim 

that reception (at least for English and Korean) would seem to be based on, but 

not necessarily limited to, normalized segments while production would need to 

be based on a much wider range o f information including suprasegmental 

information. This observation is necessarily linked to considerations o f variation. 

The lexicon has to have mechanisms which allow people to correctly identify 

structural units despite a high degree o f variation (Goldinger, 1997). One view is 

that we need to have underspecified or ‘normalized’ lexical entries for reception 

because a certain degree o f underspecification will allow for more variation in 

speech recognition (Forster, 1976). In production, as has been the traditional idea, 

however, there needs to be a high degree o f specificity as production needs to 

draw on more varied information so the speaker can fine-tune her or his 

intended meaning (Levelt, 1989). This is not a new observation, but is one,
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which according to the essays collected in Johnson & Mullennix (1997), is

clearly not substantiated by investigations into speech perception. Suggestions for 

how to deal with this possible dichotomy between information required for 

processing and production range from the postulation o f  two entirely different 

lexicons, following Fodor’s (1983) idea o f modularity, to a single feature 

mapping. Pulleybank (1997) claims:

The lexical entry contains some sequence o f  sounds (the input) that is related to the 

sounds occurring in some formally formed utterance (the output). The input is paired 

with meaning; the output occurs in and actual speech event. G iven such a picture, it is 

possible to postulate an extremely sim ple mapping between the two levels o f 

representation: the input is identical to the output.”

(p. 61)

Leaving this discussion aside for the moment we move onto the next 

area o f form, namely that o f orthography. In literate users o f  language it would 

seem obvious that the lexical entries for words would need to specify their 

spelling in addition to their sound. The exact connection between phonological 

and orthographic information in the practice or reading is highly debated.

According to Venezky (1995),

Furthermore, no matter what role m ay be posited for graphem e-phonem e translation, 

word recognition in reading is initiated primarily by visual patterns and requires, 

somewhere within its final stages, a match against a representation in long term 

memory o f  the spelling o f  the word.

(p. 112)
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It is interesting to note that discussions of the representation of

orthographic information in the lexicon in many ways mirror that of phonologic 

information. Besner and Johnston (1989) argue for representation above the

single letter based on the observation that use is made of visual cues either 

larger or different from letters. Variability in orthography is a concern both 

within one linguistic system and across systems thus showing the necessity of 

integrating information beyond mere orthography as has been shown by the 

Stroop test (Stroop, 1935). Within a single language there is the question of 

how one is able to recognize lexical units written m different styles or fonts. 

Studies into the development of word recognition skills (Ehri, 1991, 1994) show 

that such skills, clearly linked to the building of orthographic representations in 

the lexicon, develop in stages starting with logographic symbols representing 

words and ending with automatic word recognition (Vacca, Vacca & Gove 2000, 

Richek et al. 2002). The different representations are both idiosyncratic and 

episodic. On this basis, it would seem that there are probably many different 

orthographic representations for a single word housed in and linked to the

lexicon. Such an explanation would explain why foreign or second language 

readers generally encounter word recognition problems when confronted with
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unfamiliar fonts or hand writing styles. They do not have an orthographic 

representation that closely matches the newly encountered font in the lexicon.

Variability across language and orthographic systems has been hard to 

study because o f the phonological and syntactic differences in the languages 

which interact with orthographic differences (Park & Vaid, 1995). Despite the 

difficulties in studying orthographic effects Koda (1995), however, claims that 

different processing procedures and strategies are used in processing different

orthographic systems. Such arguments support the idea o f diversity in

orthographic representation for it has been shown that in bilinguals or

multilinguals there is a strong “orthographic impact on cognitive processing” 

(Koda, 1995:312). Once more, Singleton (1999, 2000) cites examples from 

several languages, utilizing different orthographic systems, in which elements of 

spelling are determined by lexical concerns. Following this view, orthographic 

information is not only part o f the lexicon but is also affected by it.

The final area o f form proposed by Nation (2001) is that o f  word parts. 

Again, the discussion here revolves around the recognition o f  the parts a word is 

made up o f as well as the way in which the parts are used to produce meaning 

in words. It should be clear that Nation is referring here to morphological
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operations and the fact that morphological information must be contained m the 

lexicon. According to Radford et al. (1999) there are basically three different 

types o f morphological operations: concantenative, non-concantenative, and

compounding. These are shown in the table below.

Table 5.1 Types o f Morphological Operations (Radford et al., 1999:86ff)

A. Concatenative

1. Affixation

a. Derivational

b. Inflectional

2. Circumfixation

3. Infixation

B. Non-Concatenative

1. Reduplication

2. Ablaut

a. Umlaut

3. Consonant Mutation

C. Compounding

For English as well as Korean the most common and productive o f  these 

types o f morphological operations is affixation and it is to this that we shall 

devote most o f our attention, as the issues in this area carry over to other less 

common operations, such as ablaut and consonant mutation. The main concern 

here is lexical and what may or may not need to be encoded in the lexicon in 

order to interpret and generate language. There is little debate that compounds,
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because they are thought to create new words with meanings different from their 

parts, are lexically encoded as separate items even though there might be some 

observable regularities in how they are generated. As a simple example we can 

look at the compound greenhouse. The meaning o f this lexical item is indeed 

idiosyncratic in that its denotatum is neither green in colour nor a house in the 

prototypical sense of the word because people do not live within. In addition, 

greenhouse requires its own phonological structure regarding, particularly, stress. 

Based on these observations, not to mention those concerning use which will be 

discussed shortly, it and other compounds would require a lexical entry separate 

from its component parts. Our discussion of what is encoded in the lexicon 

regarding word parts now turns to concatenative morphological processes.

Looking first at derivational morphology, which revolves around the 

affixation of bound morphemes onto stems to create new word forms, the main 

controversies are whether the new word forms created from the stems through 

morphological processes are also listed in the lexicon and whether the bound 

morphemes also need to be listed. A simple example can be used to illustrate 

what these different morphological units in standard generative morphology are. 

The word reformulations consists o f possibly four individual morphemes, re-
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formulate-tion-s (in this example we will ignore the status of the stem formulate 

which is also a complex word generated from the root form). The morphemes

re- and -tion are bound derivational morphemes and -s is an inflectional

morpheme following Spencer (1991).

At the centre of the question of morphemes and the lexicon is the idea

of productivity. As mentioned above, the traditional generative view claims that

the lexicon should contain only what is absolutely necessary. Therefore, if a 

morphological operation, for example, is able to be shown as productive, then 

the derived form need not be housed in the lexicon (Aronoff, 1976). Much time 

and effort has gone into trying to come up with a theory of word formation 

which is entirely productive (Aronoff 1976, Bauer 1983, Selkirk 1984, Di Sciullo 

& Williams 1987). While there is little doubt that certain elements of word 

formation are indeed based on principles, what is idiosyncratic is which affixes 

are able to be fused onto which stems; for example the affix —fu l  cannot be 

fused onto any base form as is shown in the acceptablity of pityful and 

unacceptability o f compassionful or abhorful. Since this is not predictable by any 

type of grammatical principle then forms derived from a base form must be 

listed in the lexicon. Likewise, as new word forms are constantly being created
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then the bound morpheme units used to build morphologically complex forms 

through affixation must also be encoded in the lexicon and according to 

Jackendoff (1975) so must all the morphologically variant word forms. The 

argument grows stronger when we look at inflection.

Inflection is when a lexeme is receives an affix or is altered for the 

purposes of making it fit better into a particular grammatical context (Cipollone 

et al., 1998). From the generative point of view no new word form is created 

but a stem is altered for grammatical purposes within a closed system (Bauer, 

1983). Inflection is of particular interest to us in the present discussion because 

problems readily apparent in inflection are also present, in a less apparent way, 

in derivational operations. Inflection occurs on lexical categories in what are 

called declensions. Table 5.2 below shows conjugations from several languages 

for the present tense forms of the verb to sing.

Table 5.2 Verb Conjugations of Several Languages

Person

Spanish Welsh Hopi English German Danish

Ising. canto canaf kuyna sing singe synger

2sing. cantas ceni kuyna sing singst synger

3 sing. canta can kuyna sings singt synger

Ipl. cantamos canwn kuyna sing singen synger

2pl. cantais cenwch kuyna sing singt synger

3pl. cantan canat kuyna sing singen synger
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the TENSE and a g r e e m e n t  through morphological markings. Som e languages, 

like Spanish and Welsh, have rich inflectional systems which show a high 

degree o f  variation, while Hopi and Danish show no variation. German and 

English are somewhere in the middle o f  this. Thus, different languages deal with 

tense and agreement marking differently. Differences also exist within a single 

language.

Table 5.3 Old English Noun Declensions (Quirk & Wren, 1957:20ff.)

Declension for representative masculine noun the king

Singular Plural

nom. se cyning t>a cyningas

acc. t>one cyning >a cyningas

gen. t>aes cyninges f>ara cyninga

dat. t>abm, t>y cyninge t>im cyninum

Declension for representative neuter noun the ship

Singular Plural

nom. t>aet scip t>a scipu

acc. t>aet scip t>a scipu

gen. t>a;s scipes t>ara scipa

dat. tabm, l>y scipe t>ffim scipum

Declension for representative feminine nouns the tale and the glove

Singular Plural Singular Plural

nom. seo talu t>a tala seo g lof I>a glofa

acc. t>a tele f>a tala I>a glofe I>a glofa

gen. t>2ere tale t>ara tala t>aere glofe f>ara glofa

dat. t>aere tale talum >eere glofe t>aem glofum

Looking at the data in Table 5.3 above it seems that there is a large
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amount o f repetition and redundancy in the inflectional system. It must be borne 

in mind that the data above only presents the regular or typical declensions. 

There are many more patterns of declensions attested for Old English. IN the 

light of the above data, it might be hard to imagine how the lexicon could store 

all the different members of the declensions except overtly. Linguists use the 

terms culmination and syncretism to describe how inflection is able to work as a 

system (Radford et al., 1999). Anybody who has studied a highly inflectional 

language must quickly realize that such systems are highly complex and also 

extremely redundant. With regard to Figure 5.3 above for Old English it should 

be noticed that single morphemes (the morpheme -e, for example) has several 

different morphological functions. Someone who is learning the system as well 

as a linguist who is investigating the system needs to be able to identify things 

in patterns and not as individual units. The basic idea is that the morpheme -e 

in Old English itself does not have any strong meaning. Its meaning only comes 

from its placement within the paradigm and its relation to the other morphemes 

in that same paradigm. The ideas of culmination and syncretism are there to 

help researchers understand how these paradigms are actually expected to work 

when it is obvious that there is definitely not any kind of one-to-one



relationship between morphemes and their functions or between morphemes and 

other morphemes.

Culmination is a simple principle which states that a single inflectional 

ending can represent more than one bit of grammatical information. Thus, if we 

look at the Old English data, again using the simple example of -e, we see that 

-e is a marker of the masculine, neuter and feminine declensions, markmg the 

dative case m the masculine and neuter and the accusative, genitive and dative 

cases in the feminine in the singular. We therefore say that the morpheme -e 

culminates all that different information at the same time. Syncretism on the 

other hand states that a single morpheme may fit into more than one inflectional 

situation. Looking again at the morpheme -e, we can see that it appears in three 

different places in the feminine declension as well as in one place in the 

masculine and neuter declensions. The fact that -e appears in several places and 

with different meanings in the feminine declension is explained by syncretism 

and syncretism can only be understood within the paradigm itself. This is the 

main observation in inflection. Even when we come up with concepts to help 

describe the redundancy, there is no clear way o f dealing with it from the 

perspective of generating language, much less learning. Inflectional paradigms
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have to be internalized as complete sets, even though they may be productive in 

the linguistic (morphological) sense. Thus each individual word as well as the 

paradigm itself must be stored in the lexicon.

The last main issue to be addressed in relation to inflection is words 

versus stems. Looking at the verb conjugations in Figure 3 above, it is easy to 

see how some languages (English, for example) rely on words as the base upon 

which the inflectional morphemes are affixed and other (most notably from those 

included, Spanish) rely on stems. Looking at the data, there is no word in 

Spanish cant, while there is a word in English sing. This distinction is important 

because it underscores a problem in overly conservative views of the lexicon. If 

cant is not a word in Spanish then how is it stored in the lexicon? There are 

two options and both of them lead to more storage in the lexicon than was 

previously thought. The first of these is that actualized versions of a word are 

housed in the lexicon even if such words are the product of what have been 

described as productive word formation rules. Second, both words (free 

morphemes) and stems (bound morphemes) must be contained in the lexicon 

because some morphological operations work with bound morphemes as a base. 

For example, in Korean the morpheme /hak/ is highly productive in that it is
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the base of many different words, ‘student’, ^''12  ‘school’, and

‘department o f study’, but it cannot stand alone. This is the standard situation in

agglutmative and polysynthetic languages (Comrie, 1989). Taking this to the

extreme, if some bound morphemes need to be listed in the lexicon, then it

must be possible to assume that all morphemes, whether free or bound need to

be listed there. This argument is based on the cross-linguistic observation that

the idea of word is by no means easy to pin down (Dixon & Aikhenvald, 2002).

Accordingly, it might be impossible to posit the lexicon and lexical entries as

being universally organized according to words. Other sized units must be

considered as having a lexical basis.

5.2.1.2 Meaning

According to Bickerton (1995) language is a representational system. In this 

standard view, the different symbols (forms, as were discussed above) represent 

objects or actions in an arbitrary fashion {ibid.: 19). It is this representation 

which is central to the issue o f meaning. Allan (2001:5) cites two widely held 

beliefs among researchers in semantics. He claims that meaning is, first, a 

property of words and, second, that word meanings are stored in dictionaries. 

This dictionary, is o f course the mental lexicon. On this basis, it is quite 

uncontroversial to claim that meanings are indeed stored in the lexicon. Indeed
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Saeed (1997:58) lists four ways in which linguistic information is housed in the 

lexicon.

1. The lexem e’s pronunciation;

2. its gramm atical status;

3. its meaning

4. its meaning relations with other lexemes.

Exactly how these various meanings are stored is a matter o f some controversy.

Before we enter our discussion of meaning, it important to first introduce 

the idea of a lexeme or listeme. It is generally agreed on by those working in 

generative semantics that the lexicon is composed not of words but lexemes or 

listemes. Allan (2001:6) states that a listeme is a language expression whose 

meaning is not determinable from the meanings o f its component parts. The 

connection between form and meaning must, therefore, be memorized. A single 

word like walk has different forms which can be derived from it, for example, 

walking or walked. These different words all share the same meaning and would 

therefore be part o f the same listeme WALK. A word like minor, on the other 

hand has different meanings which share the same form as indicated in the 

different sentences below.

1. We found a minor problem with the new driveshaft.

2. People are always surprised to hear my minor is beef cow management.
3. No minors are allowed into this film without an adult.
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4. Would you please replay that note in minor key.

Since the word minor in each o f these examples has a different sense they

would need to be listed as separate lexemes in the lexicon.

As regards meaning itself, Kearns (2000:2) refers to two different kinds 

o f meanings a linguistic expression or word might have. These are denotational 

and sense meaning and these relate approximately to Paivio’s (1990) distinction 

between non-verbal and verbal ways o f storing words. Denotational meaning is 

the word’s representation in the world. It is “the part o f reality the expression is 

linked to.” {ibid.). Thus, the denotational meaning o f  the word plant would be 

all the plants in the world. Thus, a word like plant will also be stored with a 

non-verbal image or imagen(s) representing its denotational meaning. The sense 

meaning is that deriving from relations with other word. It is a decontextualized 

meaning arising from various uses of the word in texts. Sense meaning

correlates to Paivio’s (1990) verbal representation or logogen. While imagens 

would derive from experience with the world and are most likely prototypical 

images (Lakoff, 1987), there is a wider range o f  approaches to the logogens

which give a word its meaning.

Cruse (2003) mentions three main and varying approaches to the study
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of the sense aspect o f word meaning. The first o f  these is the componential or 

localist view. In the localist view word meaning is created and stored through 

semantic primitives. The basic idea behind semantic primitives is that sense of 

lexemes consist of, or can be broken down into, a finite set o f  basic and 

universal components. This bears striking similarity to the idea o f minimal 

features, which was mentioned above in relation to sounds (Radford et al., 1999). 

Looking at a concrete noun like rose, for example, some o f the features that 

could be claimed to make it up are shown below in (1).

(1) [-ANIMAL]

[+PLANT]

[+FLOWER]

[-TREE]

etc.

In this view semantic features are purely linguistic concepts and are not 

derived from experience. This view has been taken to the extreme by more 

recent work by Wierzbicka (1996) who posits a highly limited number o f 

semantic primitives which all humans are bom with. In the localist view, a 

word’s lexical entry necessarily includes a matrix o f semantic primitives which is 

unique to each word. Interestingly, no mention is made about how synonyms 

might be differentiated in this kind o f system.
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Another approach to word meaning is the contextual approach. The basic 

idea here is that words acquire meanmg through relations to other words. 

According to this view the lexicon is a network o f connected words and it is

through these connections that words are given meaning. Thus, in this

perspective the lexicon is a prime example o f a functioning neural network. 

Researchers working within the field o f lexical semantics and psycholinguistics 

have identified several different types of relations that connect words. They are, 

to name a few, hyponymy, synonymy, and antonymy. The nature o f  the different 

connections is often described through the condition o f  entailment.

Entailment is a sem antic relationship between two w ords or sentences, such that if  the 

first is true, the second must be true (e .g ., if  som ething is a couch, then it is also a 

piece o f  furniture, therefore COUCH entails FURNITURE).

Stewart and Vaillette (2001:493)

Hyponymy is a type o f semantic relationship between words which enjoy 

a one-way entailment. This means that a hyponym is a part or type o f one

thing, but that thing can only partially explain the hyponym. For example, a

DOG is a kind o f a n i m a l , but knowing that a dog is a kind o f  animal is not 

enough for us to figure out entirely what a dog is. Taking this further, ANIMAL  

is a necessary part o f the meaning o f DOG, but DOG is not a necessary part o f
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the meaning of ANIMAL. One important aspect o f hyponymy that must be 

understood is the leveUing. A hyponym is a more specific term than its 

superordinate. That is, a hyponym exists within a superordinate - subordinate 

relationship. Below, (1) shows an example o f hyponymy in a group of verbs.

(2) SPEAK. — yell, whisper, mumble, grumble, murmur, mutter, etc.

In example (2) above, the italicized words are all co-hyponymns. They are all 

connected to the superordinate SPEAK as well as to each other. Once more they 

are connected to each other on the same ‘level’.

Meronymy is a relationship between words in which the words are in a 

part- whole relationship and, therefore, a different kind of one-way entailment 

than in the case o f hyponymy. For example, a door is a necessary part of a 

house. DOOR is therefore a meronym of the lexeme HOUSE. Let us examine the 

following sentences.

(3) The angry elephant damaged the door.
(4) The angry elephant damaged the house.

We can understand sentence (3) as indicating that not only the door, but 

also the house was damaged. But if the house was somehow damaged it may 

also, but does not have to, mean that the door was damaged as well. Following
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this, we can see that meronyms enjoy a special relationship based on the fact 

that what occurs to the part also occurs to the whole and what occurs to the 

whole might also, but does not necessarily, occur to the part. M eronymy is a 

similar type o f  relation between words as hyponymy, but is a bit different and 

generally easier to understand.

From a structural point o f view synonymy can be described as a two- 

way entailment.

(5) 'the elephant toppled over the railing' entails 'the elephant fell over the

railing'

And also .......

(6) 'the elephant fell over the railing' entails 'the elephant toppled over the

railing'

Synonyms have the same meaning as far as entailments and truth

conditions are concerned, but they cannot always replace one other so neatly for

a multitude o f  reasons. One o f the most basic ways o f differentiating synonyms 

is through levels o f formality. Another common way is through emotive value.

We Icnow that all words include some sort o f  emotional baggage. This can work

well in distinguishing synonyms. The set o f words in (7) below are all

synonyms but they all vary in their patterns o f usage based on some subtle or

not so subtle differences.
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(7) smart - bright - ingenious- inteUigent - resourceful - clever - shrewd - wily
- quick - astute - perspicacious - witty - capable - alert

Words like smart, bright, intelligent seem to have the same core

meaning but vary in their formality and degree of force. Ingenious and

resourceful both refer to specific type of smarts, one related to problem solving 

in a general sense. Clever, shrewd, and wily all share very similar meaning but 

they vary quite a bit in their emotive value with clever being quite positive,

wily being decidedly negative and shrewd somewhere in between. Witty is related 

to humour while alert, astute and perspicacious are all similar in meaning scope 

but vary in their degree of formality. Quick and alert are similar both to the 

previous three and each other but focus attention on different parts of the

process of problem solving. Quick relates to just the reaction time while alert 

deals with noticing the problem to begin with.

From this array of different relations we can see how this system of

synonyms shows the detailed connections between lexical items which exist

outside simple semantic memory. Here we can see how word meaning is really 

related to a complex interplay between different forces. So, we might be able to 

posit taxonomies as a way of partially distinguishing or defining words, but co-
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hyponyms can only be dealt with by integrating infonnation and experiences 

from a wide variety o f sources, such as personal experience, reference, and other 

types o f memory.

The use o f the entailment relationship works well to explain the 

difference between gradable antonyms and complementaries. Complementaries are 

two words which enjoy a two-way negative entailment. An example would be 

the lexemes a l i v e  and d e a d .

(8) 'the porcupine is alive' entails 'the porcupine is not dead'

(9) the porcupine is dead' entails the porcupine is not alive'

also

(10) 'the porcupine is not alive' entails 'the porcupine is dead'

(11) 'the porcupine is not dead' entails 'the porcupine is alive'

This type o f relationship, however, does hold for gradable antonyms.

(12) 'the water is hot' entails 'the water is not cold'

(13) 'the water is cold' entails 'the water is not hot'

but

(14) 'the water is not hot' does not entail 'the water is cold'

(15) 'the water is not cold' does not entail 'the water is hot'

We can probably better understand complementaries by thinking o f  the 

definition we have o f sounds in complementary distribution: They never occur in 

the same place. Here too, complementaries are perfect opposites. Gradable 

antonyms, however, are not perfect opposites, they oppose each other, but not in
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all conditions, as we saw from the examples (12) - (15) above. This is because 

gradable antonyms can be extended out on a continuum o f relations with one 

occupying one extreme end o f the continuum and the other the opposite end and 

at some point they either blend or other terms may come in between, as would 

be the case o f HOT - WARM - COLD.

Looking at these different types o f relations it is obvious that the 

different words in the lexicon need to be organized. Many researchers adhere to 

the belief that words in the lexicon are arranged in taxonomies organized 

hierarchically (Davis, 2001). On this view, taxonomies are arranged according to 

the level o f the words within the entire system, and words are put into levels 

on the basis o f their specificity or their reliance on one another. The brain is 

seen as being able to deal with these hierarchical levels through the length and 

strength o f connections. Take a taxonomy around the superordinate FOOD, for 

example. We know that food has the hyponyms MEAT, d a i r y , v e g e t a b l e , 

GRAIN, etc. The m e a t  category can be broken down into PORK, b e e f , p o u l t r y , 

MUTTON, etc. The lexeme p o r k  has the following hyponyms; b a c o n , h a m , p o r k  

etc. Now, we know that the connection between BACON and PORK is much 

stronger than the cormection between b a c o n  and f o o d . This is how the brain
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deals with the levels in the taxonomy. Thus, while we can represent these

visually in a hierarchical structure shaped more or less like little pyramids 

stacked on top o f each other there really are no tiny pyramids in the brain. In 

the brain the situation is handled through connections between neurons which

vary in strength and scope depending on the strength o f the connection.

Also, it bears mentioning that these taxonomies are by no means 

universal. All humans presumably arrange lexemes in taxonomies hierarchically, 

but the content o f the taxonomy is not only language/culture-specific, but 

actually varies slightly from person to person within a language/culture group. 

We all have internalized a different number o f lexemes and the relationships

between the lexemes will, to a certain extent, vary on the basis o f our own 

personal experience, even if, in the end, the relevant systems are much more

similar than they are different, so that users o f a specific language can 

understand each other.

The last approach to word meaning mentioned by Cruse (2001) is that 

o f the conceptual approach. The conceptual approach is the one generally taken 

by cognitive linguists. In this approach, there is a profound connection posited 

between the meaning o f words and the world from which they spring. Word
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meaning is seen not as a separate solely linguistic entity as in the above

approaches, but as coming from underlying concepts which are abstracted from

experience with the world (Lakoff, 1987). Embodiment, for example, would be

an example of one way in which concepts are seen as being developed for

meaning (Johnson, 1987). Words are seen as categories which are both

composed o f and arranged in an interconnected manner (Taylor, 1995). From this

we can judge that the conceptual model is also reliant on network architecture to

account for words or linguistic units.

5.2.1.3 Use

We turn now to the question o f what information needs to be encoded in the 

lexicon in order to account for the behaviour o f words in linguistic utterances. 

In the pursuit of answers to this difficult question researchers have taken several

different approaches. For our purposes here, and following the design o f  the

previous chapter these approaches will be broken down into generative and 

cognitive models.

Linguists working in different generative traditions generally agree on the 

importance o f the information that is required to be encoded in the lexicon:

The information contained in the lexical entries is very important, as it consists o f  the 

crucial semantic, morphosyntactic and other properties which will determine how a 

lexical item will behave grammatically.

144



(Van Valm and LaPolla (1997:154).

In the model adopted by generative linguistics a word’s grammatical behaviour is 

subject to and controlled by restrictions imposed by the computational system for 

a specific language. Word behaviour is not so much a property of the words 

themselves as of the system into which they must fit. In this view, words must 

interface with the computational system and the lexicon must list information 

which makes this interface possible. Such information minimally includes the 

lexical category of the unit in question (whether it is a noun, verb, 

complementizer, etc.) and information about what other lexical categories it can 

be associated with in a structure.

In more modem versions of the Chomskyan model an important 

distinction is made between what is called c-selection (category selection) and s- 

selection (semantic selection) (Chomsky, 1995:3 Iff.). S-selection limits the 

number and type of arguments a predicate can take by specifying the theta-roles 

the predicate can assign in the form of a theta-grid. C-selection, on the other 

hand, specifies the type of complement a lexical category can take {ibid.). An 

enduring controversy revolves around the necessity of c-selection. Some linguists, 

principally Pesetsky (as cited in Odijk, 1997), have argued that information
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originally proposed as being a necessary part of a lexical entry (c-selection) can 

be omitted in lieu of universal operations like case. This view initially found

support among some linguists (Chomsky 1986a, Haegeman 1994). This may be

because verbs are generally perceived as being the main controllers of a

structure (Van Valin & LaPolla, 1997). The lexical entries for verbs, in relation 

to subcategorization information, will need to contain much more information 

than for other categories. Also, since connections between lexical items are 

posited as being either unidirectional, as in dependency grammar (Mel’cuk 1988, 

Hudson 2002), or dominated by a governor (Chomsky, 1986b), it may seem 

more efficient to limit structural information to s-selection on verbs. More

recently, this approach has been questioned by both those working in the 

Chomskyan tradition (Odijk, 1997) and those outside of it (Pollard & Sag, 1987). 

In his study on the Dutch verbs doen and laten, Odijk (1997) concludes that c- 

selection needs to included as a property of lexical items and that any 

systematic regularities that may occur between c-selection and s-selection are able 

to be overridden by lexical items. This means that both types of information are 

necessary even if they may overlap at times. This is an important point to make 

because it means that the lexicon not only is redundant, but actually need to be
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redundant, even in a model as minimal as Chomsky’s (1995) minimalist program.

From the above discussion it should be clear that the generative model 

sees language as being separate from actual language use (Chomsky, 1965).

Interestingly there are elements o f language/word use which have been

incorporated into the generative model but have not been considered in relation 

to a generative lexicon.

The term discourse involves “actual instances o f  communication in the 

medmm of language.” (Johnstone, 2002:2). McCarthy (1991) sees discourse as 

the extended use o f texts in their social situation. Johnstone (2002) summarizes 

what discourse analysis does.

We tend to be interested in what happens when people draw on the knowledge they

have about language, based on their memories o f things they have said, heard, or seen

written before, to do things in the world: exchange information, express feelings, make

things happen, create beauty, entertain themselves and others, and so on.

(p. 3)

In looking at discourse it becomes immediately apparent that we need to 

include elements which have not yet been discussed and which may or may not 

be necessarily encoded in the lexicon. There are three major concerns. The first 

o f these relates to those phenomena that are structural in nature, such as

anaphora, ellipsis, and deixis. The treatment o f such phenomena has led to many
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of the principles which have come to dominate Chomskyan linguistic theory. 

Studies of anaphora, for example, originally developed by Tanya Reinhart, were 

later developed by Chomsky (1981) and others (Haegeman, 1994) into what is 

now known as government. Ellipsis as a syntactic phenomenon is often cited as 

a major support for the theory of empty categories (Radford et al., 1999). 

Deictic expressions, too, fall into this same discourse/structure problem set. 

Dickinson and Givon (2000:162), addressing deixis, sum up the situation of all 

such units:

The existence o f an ongoing mental representation o f  the current speech situation must 

be assumed if one is to explain even the most rudimentary facts o f  the gram m ar o f  

deictic expression, where the m eaning o f  definite (“accessible") referents is dependent 

on their spatial position relative to the speaker’s (and sometim es the hearer’s).

This underscores two important notions which must somehow be resolved 

in the lexicon, which are how certain lexical units are inherently linked to others 

and how memory representations needed for such links are made available to the 

lexicon. Explorations of such questions bring us to the second major concern.

While anaphora, deixis, and ellipsis can be explained structurally and 

through necessary links in the lexicon and to memory, specific functions of 

language take us further outside of language itself. In any discussion of
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discourse, the question o f functions cannot be avoided. Simply put, a function is

the reasoning behind a specific utterance being used. The importance o f

functions in all language use cannot be overemphasized. Hamers and Blanc 

(2000) working from a socio-psychological approach see language learning as a 

series o f mappings between internalized structures and internalized functions. 

Language use is, then, applying these mappings according to interactional norms 

for the language/culture in question. Such a model has a profound effect on

what the lexicon would have to contain. Obviously, there would need to be 

some conceptual representation o f the functions themselves, i.e., making a request, 

etc. Also, there would need to be minimally a structural grid or prototypical 

phrase structure which is associated with a function or series o f functions. With 

regard to the lexicon, we find that things are not as simple as they may seem, 

because the use o f  different lexical items in the same structural grid may not

always associate with the same function in the same situation (Dickinson &

Givon, 2000). This brings us to the third and final concern, that o f context.

No linguistic event occurs in a vacuum. All language use (with the

possible exception o f metalanguage) is in fact a discourse event in which the

hearer is either in closer proximity or less close proximity in both space and
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time (Dickinson & Givon 2000, Van Vlack & Bames 2002). Context is at the 

heart o f discourse. According to Yule (1998) understanding context is essential 

in both language production and understanding, and the two are certainly not

mutually exclusive. Context has been linked to both functional and structural 

comprehension o f  language and everything in between; for example deciphering 

homonymy for both natural and computational systems (Small et al., 1988). This 

means that context must somehow be linked to lexical entries and that lexical 

items must show sensitivity to context both in reception and production. As 

Barlow (2000) explains, “appropriate conditions o f language usage are clearly a 

part o f a speaker’s knowledge o f language and the connections between

grammatical units and register, genre, and other types o f situational information

must be part o f  the grammatical representation” (p. 319).

In the cognitive linguistic approach to language, the behaviour o f

linguistic units, or what Langacker (1987) called a usage event, plays a defining

role in language. In this view, words and their behaviour play a dual role in the

system inasmuch as they result from, and also shape, the linguistic system

thanks to a feedback loop (Barlow & Kemmer, 2000). It should be clear from 

this simple description that in the cognitive approach words carmot be seen as
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acting individually to fit a higher-order system. In the cognitive approach words 

are the system, but not just individual words. The linguistic system is made up 

o f patterns o f words, of various kinds, which function together. This formalized 

view of the lexicon as the central determiner and organizer o f language on the 

basis o f patterns o f words encountered, learned and ultimately altered correlates 

with parallel research conducted recently on the nature o f  lexis itself

The phenomenon o f what Singleton (2000) calls lexical partnerships 

loomed large in Firth’s (e.g. 1957) preoccupations and has recently become an 

active area o f research in large part due to the development and availability of 

linguistic corpora (Stubbs, 2002). In this area different researchers typically have 

their own system for breaking lexical partnerships down to different types based 

on behaviour (see for example, Nattinger and DeCarrico 1992, Lewis 1993) but 

the essentials remain the same. For our purposes the phenomenon o f lexical 

partnerships will be described in terms o f collocations (c.f. Nation 2001, WiUis 

2003).

Collocation is a highly common phenomenon in language. Certain words 

have a tendency to pattern, co-occur, or associate with a certain other words and 

in doing so form a bond (Lewis, 1997). These bonds are, as will soon shown,
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of various strengths. All words show collocational patterns but in different ways. 

The simplest of these ways is in terms of what is termed collocational range 

(Singleton, 2000). Some words have a wide collocational range meaning that 

they can collocate or tend to co-occur with a wide range of many other words. 

An example of a word with a very wide collocational range would be nice. 

Nice collocates or is able to co-occur with a virtually unlimited number of 

different words as in the examples below.

(1) Joan was wearing a nice dress.
(2) Bob is always such a nice person.
(3) Have you seen my nice sweater today.
(4) The traffic was so nice today.
(5) That was a really nice storm.

An interesting and important phenomenon in examples 1-5 above is that

the meaning of nice varies as affected by its collocational partner. The nice in 

nice storm contains different aspects of meaning that the nice in nice dress. 

Other words, however, tend to have a very narrow collocational range and may

be able to collocate or co-occur with only one or two other words. An example

would be bloodshot. Unless someone is a doctor or nurse or involved deeply in

the medical profession the only real collocate for bloodshot is eye(s). Words in a

language can be placed in a continuum based on their collocational range.
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Words that are Hke nice and seem to be able to collocate more freely are 

located at the one end of the continuum while words like bloodshot or addled 

(eggs, brain) are located at the other end. Most words are located somewhere in 

the middle but lean toward one side or the other o f the continuum.

In general, it is possible to posit four different variables which seem to

have an effect on collocation. In what follows we adhere to the highly 

generalized view of collocation offered in Singleton (2000). It should here be 

noted that many other researchers into the area divide what Singleton (2000) 

refers to as collocation into several different types of lexical groups with 

different names. We are following Singleton’s generalized view here because it 

is extremely hard to justify the subcategories except in the case of perhaps of a 

few core members and in the end they are all prey to the same basic 

linguistic/cognitive forces and can easily be described within and attributed to 

the same system once we take the different variables discussed below into 

account.

Collocations vary in size from the extremely common two or three to up 

to seven or more units in what are often termed chunks (Lewis, 1987). Linguists

working in the field often or even generally refer to units of four or more as
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chunks, but for our generalized purposes here they will be referred to as

collocations of a different order. Here are few examples or collocations of

different sizes.

(6) drastic measures, black coffee, lined paper, finger splint, blue sky
(7) down and out, black and blue, eggs over easy, war is hell, spill the beans
(8) raining cats and dogs, as I was saying, to be perfectly honest
(9) you know what I mean, to put things another way
(10) a stitch in time saves nine, every cloud has a silver lining
(11) to be or not to be - that is the question, the shoe is on the other foot

From the list above, it is much easier to think of two and three part

collocations than 4, 5, 6, or 7 part collocations. Two or three part collocations 

are not only more prevalent but are also much more diverse in their behaviour 

(functions). They are simply much more productive. As we move up in the size 

variable we begin to see that the functions and type of collocations begins to

become much more limited. In the higher range we seem to have collocations

that are either idioms {the grass is greener on the other side) or are discourse 

markers {allow me to explain), but even these discourse markers tend to 

disappear at the 5 or 6 range (Hoey 1991, Combleet and Carter 2001). At the 

very highest range of size we tend to have only quotes or idiomatic expressions. 

The variable of fixedness has been widely studied by linguists dealing
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with chunks (Moon, 1997). Fixedness really only becomes an issue in the

collocations above the two-part size. The simple idea is again, collocations can 

be placed in some sort o f continuum based on fixedness insofar as some 

collocations, while undoubtedly units, are quite adaptable while others are more 

and generally fixed in their form. Less fixed collocations may be adapted 

through insertion of another unit in between parts or they might be altered by 

changes in word order or having certain elements replaced with other elements. 

Here are some examples using some o f the collocations presented above in

examples 6-11.

(12) *Well, you know what they say, a stitch in ten saves tim e.

(13) Unbelievably, John was down and in.

(14) There are after all many other ways to put it.

(15) While Chomsky (2002) originally claimed that in the 9/11 bombings the US

was prey to a long awaited shoe is on the other foot phenomenon, he

later claimed that it was more a case o f the shoe being taken o ff the

foot and placed in a steel tipped boot.

In (12) above we see an example o f  an idiom which seems to be very 

fixed. We cannot replace any o f the component parts or change the order o f the 

components. Not all idioms, however, are so fixed as is demonstrated by (13) 

where one o f the component parts can be changed to constitute a unique use 

and meaning. In such cases it should be clear that there is a connection between
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the newly derived form and the original collocational unit that created it. That is 

the meaning of down and in is clearly based on the meaning o f the standardized 

down and out. In (14) we see that it is possible both to shift the order o f the

component parts (in constituents) and even alter one of the forms (another ->

other). Lastly in (15) we see a rather large alteration of the original collocational 

chunk by extending it with a different component. Accordingly, we can see that 

collocations do indeed behave differently as regards their degree of fixedness.

The amount of distance between the component parts of collocations has 

been tentatively demonstrated in some of the examples presented above. Here, 

then, we will focus out attention on two-part collocations and how distant they 

might be in certain utterances. We focus on them because they not only 

excellently show how distance operates as a variable but also demonstrate a 

point we will; return to later in our discussion of grammatical systems and 

collocation.

(16) John loves his coffee black.
(17) John loves black coffee.
(18) John loves his coffee exceedingly black.
(19) When John drinks coffee, he always takes it black.
(20) For John the only way to drink coffee is black.
(21) Black is the only way for John to ever consider drinking coffee.
(22) In John’s world drinking coffee only ensues when it is black.
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In the above examples we have not only played around with the distance 

factor as can be shown in a straightforward way in examples (18), (20), (21)

and (22), but have also tried to show that the collocation here can operate in

different directions. That is, collocations can operate either anaphorically or

cataphorically. Interesting to note is that pronouns like it also seem to be

involved in the relations between these two parts and a certain degree o f

distance can also be shown between the pronoun which is undoubtedly carrying 

features o f the NP coffee and the collocational modifier black. This is important 

because we see that collocations seem to exhibit similar behaviour to that o f

other grammatical units. This attests to the psychological reality o f collocations, 

particularly in (22) where the referent is outside the utterance altogether.

The last variable that we are going to look at is usage/frequency. There 

seems to be a correlation between the frequency o f  collocational unit and its

range as well as size, fixedness, and distance. The ability to make these

correlations underscores the claim that all collocations, no matter what their 

surface differences may appear to be, are part o f the same system.

In general, lexical units that have a frequent pattern o f usage, like nice, 

will not only have a much wider collocational range but they will tend to
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engage in smaller collocational units, be less fixed and show more possible 

distance. Larger collocational units, as well, will tend to be more fixed than 

smaller ones. More observations can be made but the main point to be made is 

that these variables seem to definitely affect each other, indicating one large 

system which may actually ultimately be able to be expanded beyond the scope 

o f words alone.

The idea here is that collocations are part o f a system which certainly 

includes all words and may include all linguistic units. Regardless o f the 

possible scope o f a system of associations resulting in what has been termed 

collocation by Singleton (2000), it is clear that such a phenomenon is 

psychologically real and cannot be avoided either by linguists or by language 

teachers/learners. Learning collocational systems is an essential step in learning 

both the spoken and written systems o f the target language. The basic idea is 

that collocations are not only a real system but an important one in language. In 

the simplest view, collocations are what allow native speakers and proficient 

users o f a language to speak the language more fluently and accurately (Lewis, 

1993). Because o f collocational connections native speakers o f a language are 

able to plan and produce language in a much more efficient way. In this view,
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native speakers do not always produce their language piece by piece, free from 

other outside lexical or any other effects. C ollocational connections between 

words allow people to create language in chunks (W ray, 2002). For exam ple, if  

I want to describe a room  that is very dark as soon as I think o f  the word 

pitch  in this context the w ord black is autom atically going to pop up in my 

head (or vice-versa) as a result o f  the strong collocational link betw een the

words pitch  and black. Language learners m ay be able to survive w ithout 

collocational links, but there are going to be some serious and possibly 

insurm ountable limitations on their productive capabilities and the naturalness o f 

the language they produce (N esselhauf, 2003).

Taking this fiirther, som e linguists and researchers have claim ed that

collocation is not just a sim ple phenom enon but that the forces w hich bring it 

about are the same forces that bring gram m ar into being (Bates & G oodm an

1997, Lam b 2000). Researchers like M ichael Lewis claim  that gram m ar and 

gram m atical knowledge are housed in the lexicon via collocational links and that 

gram m ar is what is contained w ithin these lexical netw orks. Hence the claim  

that exposure to large am ounts o f  authentic and unanalyzed language (which

would also necessarily include collocation) is the best and m aybe even the only
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way to leam language.

Collocations give us a clear indication that the lexicon has to be

organized in an intricate series o f connections. Without connections there is no 

way that the relatively hard-worded associations between words could be 

accounted for. The simple explanation is that for the word ring to collocate with 

finger, the two must be connected in a quite direct way and with a strong 

connection. In reality, in this view, all the words or even units o f a language 

are connected. The lexicon is thus really just a huge soupy mixture with all the

bits and pieces o f language thrown in. But simply having the units is not

enough. They need to be connected in a variety o f ways and it is these billions

o f connections which make everyday language possible.

Studies o f word meaning and how words achieve their meaning have 

long pointed to the distinct possibility that the lexicon is more than just an 

unordered list but is actually an organized entity. Generativists usually see the 

lexicon as being ordered hierarchically (Davis, 2001). While, the concepts which 

organize the ordering in a semantic system vary from those in a collocational 

system the important thing is that both seem to be reliant upon the idea o f the 

lexicon as a network o f connections o f different strengths and types between
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lexical items. Since both seem to be reliant on these connections, we can then 

argue that there must indeed be a system o f connections which comprise the 

lexicon since both word meaning and collocation are psychologically real 

phenomenon. Following this basic train of thought it would then seem highly 

economical to attribute this system o f connections, which we have reasoned must 

certainly exist, to a larger function as is currently being done in the cognitive 

approaches.

The basic idea is that if the lexicon is organized in a system o f various 

connections, then this highly flexible system can be used for far more diverse 

purposes. If we take the basic systems o f connections and apply it to other 

sized units, such as bound morphemes or functional categories, which historically 

originated as lexical categories and through a process o f  grammaticalization were 

'reduced' to a functional or derivational purpose, we then can explain a wide 

variety o f  grammatical phenomenon by simply applying the same system we 

have tentatively developed for collocation and applying it to all units o f all sizes 

(Hopper & Traugott, 1993). In this perspective, grammar is a not a separate 

component o f the brain which is composed o f principles and parameters but is a 

system based on the strength o f connections between units (o f various sizes)
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contained and organized as the mental lexicon.

5.2.2 Redundancy in the Lexicon 

This section focuses on the issue of redundancy in the lexicon first in relation

to issues o f form then in relation to the units o f the lexicon. This is a highly

controversial issue in that different linguistic models view the redundancy issue

from opposite points of view.

5.2.2.1 Redundancy in Form 

Generative approaches to language see rules as separate from the lexicon and

contained in the computational component as handling all regular or productive

aspects of language (Chomsky, 2000). In this view the lexicon is relegated to

housing idiosyncratic forms, such as the arbitrary phonological forms of lexical

units and aspects of form which are either idiosyncratic in and of themselves,

such as subcategorization information (Chomsky, 1981) or violate regular

productive rules, such as irregular morphological changes like go-went. Following

this, the lexicon is said to contain as little information as possible (Di Sciullo &

Williams, 1987). Jackendoff (2002), though a generativist, argues against this

view.

Chomsky further stipulates, without argument, that the lexicon contain only non- 

predictable features, that is, that it contains no redundancy. It is clear to me that this 

was Bloomfield’s intention, though.) Here Chomsky likely deviates from psychological 

reality: there is no reason to think that the brain stores information non-redundantly.
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(p. 153)

In the cognitive linguistic model, however, there are no rules in the

generative sense (Croft & Cruse, 2004), thus all linguistic information is

idiosyncratic. All norms o f use must somehow be encoded in the lexicon in this

model as there is no overriding computational system which limits lexical use.

In the cognitive model the use o f words is limited by norms of use which are

necessarily recorded in the lexicon and the conceptual system (Fauconnier, 1994,

1997). A particular linguistic unit is generally used on many different ways in

natural language. It keeps company with different other units in both fixed and

less fixed expressions. Its meaning and form information will vary as it is used

in these different situations. All this information is seen as related to the form

o f words and must be recorded in the lexicon for effective use (Wray, 2002).

5.2.2.2 Redundancy in Units 

There is a sharp contrast in the number o f units in the lexicon posited by the

variant approaches to language. As was mentioned briefly above, the generative

lexicon is said to be composed o f listemes or lexemes (Radford et al., 1999).

All forms, which are somehow derivable from regular processes, whether

syntactic or semantic, are seen as part of a single lexical unit or lexeme and do

not need to be listed separately. Thus, the generative lexicon is traditionally
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composed o f a rather small number of lexemes. By positing lexemes

generativists can limit redundancy in the lexicon.

The cognitive approach takes the opposite approach, arguing that the

lexicon is inherently redundant (Langacker, 2000). Making full use of

observations accumulated by researchers in other fields about the nature o f word

behaviour, cognitive linguists have incorporated the concept o f  various sized

lexical units into their formalization o f  the lexicon. This implies that any given

lexical unit may need to be and need be represented many times in the lexicon

in the different contexts in which it is used. On this view the lexicon is the

storehouse o f usage patterns (MacWhinney, 2000a) and patterns and units overlap.

Thus, the cognitive lexicon is redundant in its very nature.

5.2.3 Measuring the Lexicon 

Measuring the content and scope o f the lexicon as mentioned in the beginning

o f the chapter and demonstrated in more detail above is very much a theoretical

matter. While some generative theorists o f late have been calling for a more

extensive and redundant lexicon (Pustejovsky 1995, Emonds 2000) the standard

view is still one o f a limited number o f lexemes. This contrasts strongly with

the cognitive view o f an extensive and highly redundant lexicon based on

language use. Despite differences one commonality found between both
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approaches is the difference between passive and active vocabulary as a factor in

measuring lexical information.

5.2.3.1 Receptive vs. Productive Vocabulary 

One issue related to the overall size o f a person’s lexicon is the issue o f

passive/receptive and receptive/productive vocabulary. This is an important issue

particularly from a language use perspective and indeed a language learning

perspective because different types o f vocabulary/lexical items would be expected

to house different amounts and types of information. Nation (2001) provides a

representative definition o f the two.

Essentially, receptive vocabulary use involves perceiving the form o f  a word w hile  

listening or reading and retrieving its meaning. Productive vocabulary use involves 

wanting to express a meaning through speaking or writing and retrieving and producing 

the appropriate spoken or written form.

(pp. 24-25)

Nation goes on to say, citing Melka Teichroew (1982), that the 

distinction between the two is not absolute. Rather they can be placed on a 

continuum, based, according to Meara (1990), on the amount and types o f 

connections between elements in the lexicon. This distinction is seen as being 

important for the purposes o f this study because it provides some evidence for 

the view that the lexicon is composed o f  links o f different kinds. Secondly, the
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receptive/productive distinction is an important one from a developmental 

perspective. From this developmental perspective lexical items are first receptive 

and it is only with use and exposure that passive vocabulary can and does 

become productive. The distinction is, therefore, both qualitative and quantitative.

5.3 The Organization o f  the Lexicon

In looking at the organization o f the lexicon a somewhat novel approach

incorporating the aforementioned elements o f brain structure, language processing, 

lexical information itself, as well as Elman’s (2004) model o f the lexicon will 

be taken here. By incorporating these different aspects a more psychologically

real model o f the lexicon centred on the concepts o f meaning and ambiguity

will hopefully be developed.

Following a simple but powerful proposal by Mountcastle (1978) the 

neocortex, the part o f the brain responsible for higher level functions, is claimed 

to fijnction in primarily a uniform manner. Regardless o f the different functional 

areas o f the cortex, such as the auditory cortex, the cortex has only one way o f 

storing and disseminating information: through neural networks. Thus, the only 

means available for word meaning to be stored, regardless o f the type of 

information is through neural networks, for that is how the cortex functions
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(Swanson, 2003). This simple observation supports the parallel access models of 

word recognition, as described by McClelland and Rummelhart (1981), which 

posit that all information related to a specific word (its lexical information) must 

be available simultaneously. On this basis, we can, therefore, posit that all 

lexical information, regardless o f the type or size is stored is a series o f 

overlapping, interconnected, and certainly redundant neural networks. The brain 

does not make a formative distinction between elements in the networks, or

example words as opposed to multi-word-units, morphemes, or even abstract

concepts (although the cognitive system does at some point). Elman (2004) 

describes words in the mental lexicon as a collection o f mental states as

opposed to varying and often contrastive bits o f information. This view correlates 

well with both the notion that the brain is built out o f  perceptual data 

(Ramachandran & Blakeslee 1998, Damasio 1994) and the idea that different

types o f information are not inherently different from the brain because they are

all similarly linked to mental states.

The necessity o f such a proposal becomes clear when one looks at

language from the point o f view o f meaning as opposed to structure. From a

meaning perspective the first and foremost phenomenon to be dealt with is



ambiguity. The two types of ambiguity generally discussed are semantic and 

syntactic (Small et al., 1988). Semantic ambiguity generally correlates with 

polysemy, or the idea that words have several different meanings (Saeed, 1997). 

Cotrell (1988) claims that the most frequently used words are the most highly 

ambiguous, yet “this does not seem to be a problems for humans -  we seems 

to effortlessly choose the correct meaning o f a word” (p. 197). Syntactic

ambiguity refers to the idea that a sentence with the same component parts in 

the same order (in configurational languages like English) may have several 

meanings depending on the underlying syntactic arrangement o f those parts 

(Allan, 2001). The following example from Allan (2001: 43) illustrates both 

types.

(1) He stood by the bank.

In one meaning (A) a male individual is in a bipedal stance beside a 

building used by a monetary institution. In another meaning (B) a male 

individual is in a bipedal stance beside a raised outcrop of earth. The ambiguity 

here is based on the polysemy of the word bank. In still another meaning (C) a 

male individual has continued to support a troubled monetary institution. The 

ambiguity between (A)/(B) and (C) is based on the syntactic role of the word
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by. In (A)/(B) by is a preposition while in (C) it is a particle forming a two- 

part verb with stand. The different syntactic roles o f by in (A)/(B) and (C) leads 

to different syntactic structures and hence syntactic ambiguity. This is how 

generative theorists see ambiguity.

Cognitive theorists see all words and all sentences as being ambiguous. 

For them, it is through connection o f words and sentences to the cognitive base 

of thought and the world (context) that ambiguity is resolved (Fauconnier, 1997). 

Take the following sentence as an example.

(2) John forced open the door....

(A ) ..........swinging the crowbar wildly as he entered.

(B ) ..........hurting his shoulder in the process.

(C ) .............with his little finger.

The first part o f each utterance in (2) above (a sentence unto itself) is 

shown to be ambiguous only when more information is tacked on. In each of 

the examples the door is forced open by different means. It is also the case that 

doors are different in their weight, setting, and composition. In the cognitive 

perspective, this is ambiguity the first part o f (2) is ambiguous because in the 

world the situations as well as actions are different. Different situations in the 

world, and no two are ever exactly identical, may or may not lead to different
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utterances. In this view all sentences and indeed all words are ambiguous. No 

real distinction is made between polysemy on the word or sentence level 

because meaning, in the cognitive model, is not a separate component from 

syntax. Meaning drives syntax (Langacker, (2000).

In order to support such a view the lexicon needs to be a storehouse 

not just o f various types o f linguistic information related to a unit’s properties, 

bit o f extra-linguistic properties as well. Once more, all this information must be 

available simultaneously. This idea o f interconnected, simultaneously available 

information is supported by some current models o f memory (Damasio, (1994). 

It must at this point be remembered that the lexicon is, first and foremost, a 

function o f memory. We would, therefore, expect it to perform in similar ways 

and under similar conditions to memory in general. Damasio (1994) and 

Damasio and Damsio (1994) point out that our memories vary and change but 

with use and over time. Each time an episodic memory is retrieved it is 

somewhat different: new componential elements may be added, others stricken. 

New perspectives or associations may create quite different mental states 

resulting in different emotions. The lexicon is seen as the holder, and quite 

possibly, the generator o f linguistic information, since a specific type o f memory
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may very well function as one o f Damasio's (1994) convergence zones. The

strength o f this proposal is that ambiguity can not only be lessened by a less

fixed system which is able to activate specific and highly variant component

parts from a gigantic store o f related material to create a finished product better

suited for a specific situation, but creativity is also inherently built in.

Researchers in neurobiology have pointed out that it is creativity which

distinguishes human brain function from that o f other animals and that language

is the greatest example of our creativity (Calvin, 2004). As Fauconnier and

Turner (2002), however, point out, creativity is a process on building on what is

already there. Creativity is not a matter o f creating new concepts, images, etc.

from scratch. Fauconnier (1997) describes several ways in which new and novel

utterances are created and all o f these relate to forming new associations and

connections based on either matching or blending the underlying components of

linguistic units. For such blends to occur, the lexicon must be composed o f a

large number o f links.

5.3.1 Linguistic Cormections 

It should be clear from the preceding discussion that the lexicon can be seen as

a collection o f both competing and facilitating neural networks. This is necessary

because all linguistic utterances are, to various degrees, ambiguous and language,
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like the brain itself is in a constant state of flux. To deal with the dual forces

o f ambiguity and creativity these networks are both overlapping and necessarily

redundant. In what follows linguistic connections divided according to function

will be discussed. It should be noted that the idea o f linguistic connections is

undertaken with the acknowledgement that the distinction between linguistic and

extra-linguistic connections is quite fuzzy.

5.3.1.1 Semantic

More than in the case o f any other area of the lexicon it has long been argued 

that semantic information in the lexicon is encoded through connections between 

words (Cruse, 2000). These connections o f words have long been acknowledged 

to form taxonomies and words in their taxonomical arrangements have been seen 

as organized hierarchically {ibid). This is o f course only part o f the picture. In 

the previous section it was also mentioned that some researchers, such as 

Wierzbika (1996) see meaning as coming from semantic primes, while others see 

words as being linked to abstract cognitive concepts (Fauconnier, 1997). It was 

suggested in the discussion above that word meaning is in fact a complicated 

stew o f varying types o f information, all o f which, as proposed in parallel 

access models (Rumelhart & McClelland, 1986) and neural network models 

(Kawamoto, 1988), need to be available simultaneously. Since many millions o f
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synapses need to be fired in order to activate a single word it can be posited

that the organization o f the lexicon in relation to word meaning is a system o f

competing networks of variant but overlapping information. From this seeming 

chaos regularity is achieved through strong and weak Imks and the varymg

activation levels o f the neurons themselves. The implication o f this is that the 

real organizing factor in the lexicon is the strength and the weakness o f the

synapses which is created by use; language use itself is what organizes the 

system.

5.3.1.2 Phonological

Phonological information about a word is also best seen as being organized in 

collections o f integrated and competing neural networks. The same forces 

discussed above, ambiguity and creativity, apply as well to phonological

information. According to Bybee (2001),

Linguistic items are not stored in a long, unstructured list. Rather, the regularities and

sim ilarities observable in linguistic items are used to structure storage.

(p. 21)

Taking regularities and similarities as general organizing principles, it is

possible to posit any different number o f ways in which words are involved, and 

need to be involved, in varying neural networks. Looking first at the simple

173



phonological composition o f words themselves, several networks are easily 

identified. The phonological similarities inherent in words, whether they occur in 

the onset, nucleus or coda o f a word, will each form their own networks. Words 

which all begin with the phoneme Ihl or the cluster /fl/, for example, will form 

a network just as words that end in the sound Ihl will form a separate network. 

In addition words that share suprasegmental features such as stress placement in 

the same syllable will also form networks. Research into word recognition 

(Bybee, 1985) and the tip o f the tongue phenomenon (Butterworth, 1989) support 

the above claims.

Representations o f words are, however, not enough to account for both 

the ambiguity and creativity o f sound production and recognition. Below the 

level o f the words themselves are the individual segments. As was mentioned in 

section 5.2, each time a segment is uttered it is slightly different. This, coupled 

with the fact that a listener needs to deal with a plethora o f  different speakers 

with different accents all producing segments differently each time, would seem 

to indicate that the lexicon must contain and organize information related to how 

segments are produced. This may be the distinctive features o f generative 

phonology (Kenstowicz & Kissberth, 1979) or cognitive representations o f
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movements in the vocal apparatus, as in Liberman’s motor theory (1996). The

motor theory model is particularly compelling in this regard because it supports

Elman’s (2004) model o f the lexicon in that in both phonological units are

associated with physical states. Above the level o f segments we have syllables,

which according to Coleman (2002), have a greater psychological reality.

It is proposed here that phonological information in the lexicon is

organized in various levels according to similarities and reoccurring patterns.

These patterns and similarities are organized in neural networks each composed

of elements o f different sizes and containing different kinds o f information.

5.3.1.3 Orthographic (Graphemic)

In a review o f orthographic learning Ryan (1997) stresses associations between

not only the different aspects o f word forms themselves but among orthographic

and other form features o f  words. Looking first at the orthographic features o f a

word, a proposal by Besner and Johnston (1989) claims that several types o f

analysis may be necessary for word identification. These types include visual

feature analysis, letter analysis, multiletter unit identification and orthographic

familiarity assessment (ibid:302). Once more, they claim there is no specific path

or order in which identification must ensue. The Besner and Johnston (1989)

model falls into the connectionist framework and finds support in crosslinguistic
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studies. Taylor and Olsen (1995) provide a collection o f articles focusing on the 

effects different orthographic systems have on not only reading by cognitive 

processes (see articles from Koda and Scholes in the above-mentioned volume). 

Ryan (1997) concludes that different languages require different eye movements 

both because of the configuration of the writing system but also because they 

vary in the localization and what is salient. As a result, the lexicon would need

to make a wide variety of structural possibilities available in its organization.

Another concern with respect to orthographic representations is how they 

may be associated with sounds. It is clear that there are both interlingual and 

intralingual differences here as well. The nature o f grapheme-phoneme

correspondence varies greatly across languages and also fluctuates within a single 

language. English is a good example of a language with a high degree of

fluctuation in phoneme-grapheme correspondence. Thus, it is argued that different 

words in English, cat for example, will need to be processed differently from a 

word like pseudo (Venezsky, 1995). To account for these differences both within 

and across languages associations between sounds and spelling units need to 

occur on several levels.

Finally, correlations have been found between the actual physical process
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of writing, the hand movements involved, and orthographic production and

reception (Vacca et al., 2000). On this basis, a further set o f associations along

the lines of Liberman’s (1996) motor theory for phonology could be posited.

Such a proposal, again, falls well within Elman’s (2004) model o f the lexicon.

5.3.1.4 Structural (Morphological and Syntactic)

In trying to deal with structure there are two main approaches which can be

considered. The first of these is the belief o f cognitive linguists, echoed in

Bybee (2001), that language relies primarily on procedural and not declarative

memory. The second o f these relates to the first and revolves around what was

discussed above in relation to collocation and other multiword units. Such a

view can only be supported by a view o f language which utilizes a neural

network approach. The neural networks encode and hold the patterns on which

the construction of larger units depends. When a lexical unit is activated the

various networks of connections between lexical units will make subsequent units

available. In this way, following a procedure based on neural networks utterances

are built. In such a model it is imperative that a wide variety o f  different sized

lexical units with different types o f connections between them must be posited.

In this view, little distinction needs to be made between morphology and

syntax. Following the idea that these are really different aspects o f the same
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procedural system the only real distinction will be in terms o f  size. Neural

networks will vary in respect o f the size of the units as well as with regard to

the types o f ways in which the units may be put together to form an utterance.

Theoretical support for this model comes from several different sources.

First, Jackendoff (1975) was one o f  the first generative linguists to posit that

words created from morphological operations seen as being productive also need

to have their own representation in the lexicon. This implies that bound and free

morphemes can be claimed to behave similarly but at different levels. A

different source o f theoretical support for this basic model comes from the work

of Fillmore (2003) which posits a semantic organization o f  linguistic units based

on functions as well as cognitive states. A powerful aspect o f  his claims is that

languages encode similar concepts using different types o f linguistic units. In this

model semantics structures language and the linguistic units themselves become

the organizers and purveyors o f structure.

5.3.2 Extra-linguistic Connections 

A wide range o f different studies have shown that context does indeed have an

effect on the language forms people use (Johnstone, 2001), recognition o f

linguistic items (Smith, 1979), and even subsequent language learning (Koeth,

2004). While such effects have been noted they have also been relegated to the
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area o f  language use by generative linguists since the 1960s (Chomsky, 1965). 

Since, as mentioned above usage-based approaches, as a being advocated here 

are based on use as a relegating factor m language production, connections to 

context are necessary to explain the way in which Imguistic units are used. N. 

Ellis (1997) makes an interesting proposal in which he advocates an approach 

involving different lexicons that make use o f different types o f memory. One 

lexicon focuses on form information which is encoded through short-term 

memory processes while the other uses long-term memory processes for encoding 

both semantic information and collocational patterns. This proposal is interesting 

for our purposes here because it provides a rather simple, psychologically

relevant model for both integrating and separating different types o f  neural 

networks for lexical information roughly along a linguistic/extra-linguistic 

continuum.

5.3.2.1 Collocation

There is a conflict o f views as to the status o f collocations. The generative 

approach sees collocational links as being outside the realm o f linguistics while

cognitive approaches see them as comprising an important and necessary basis

for linguistic production and reception. In following the latter approach it is

posited that the activation o f  a specific linguistic unit activates several other
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units based on collocational links. Recent studies o f linguistic coq^ora (Kennedy 

1998, McCarthy & Carter 1997) have shown collocational links to be 

psychologically real. Such collocational links must therefore be part o f  a lexical 

unit’s profile.

5.3.2.2 Situational and Contextual 

A view o f the lexicon taken from the perspective o f the brain and, more

specifically, memory cannot ignore contextual effects. All linguistic events occur

in a specific context which is never the same twice and as linguistic information

is encoded it is necessarily encoded along with this contextual information.

Contextual information can be linguistic in nature, as discussed briefly above, or

situational. In any case both are there during the encoding process. It is also

clamed that encoding affects both the storage and retrieval o f  information in

memory systems (Terry, 2000) even in semantic memory. Lieberman (2000:62),

working from a neurological point o f view, claims that real-world knowledge and

semantic information coded in the lexicon cannot be separated. Middleton and

Brown (2005) go even further claiming that experience in the world has a

profound effect on how memories are organized. When one looks at language

from a usage-based perspective contextual effects are apparent.

The use o f linguistic units is affected by the situation and the context in

180



which such words are to be used or are encountered. In order to be able to 

engage in conversation a speaker must be aware o f the situation he or she finds 

him self or herself in. Certainly an awareness o f current and previous situations 

as well as specific language use in these situations is necessary for effective 

language use. Such knowledge is the basis o f  pragmatic skills (Kasper & Rose, 

2002 ).

Another important and well-studied aspect o f context relates to polysemy. 

As mentioned above, lexical units are inherently polysemous. It is the interaction 

between the lexical unit and its embedded context, both linguistic and extra 

linguistic which disambiguates the unit (Cotrell, 1988). Prather and Swinney 

(1988) report research claiming that the lexicon is both autonomous and 

interactive with the former operating initially and the latter working to 

disambiguate after the basic form and meaning have been achieved. If  the 

lexicon does indeed show interactive possibilities then such associations as are 

encountered in the initial encoding process are not entirely pruned away in the 

process o f transforming the information from episodic to procedural or 

declarative knowledge. Because such knowledge clearly interacts with and affects 

what is often perceived as pure lexical knowledge, it must also be part o f that
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lexical knowledge.

5.4 Lexical Entries

In the more traditional view, the lexicon is built out of lexical entries. A lexical 

entry is supposed to consist of a list of the properties related to a word 

(Radford et al., 1999). It should be clear once we consider that the activation of 

a single lexical unit requires the activation of many millions neurons connected 

together that such a view is oversimplistic at best. Lexical entries cannot be 

encapsulated entities composed of lists of concrete bits information internally 

separate from each other because this is not how the brain stores, organizes and 

makes use of information.

It bears repeating that the brain is not fixed. It is in a constant state of 

flux (LeDoux, 2002). Every time a lexical unit is activated different neurons 

along different pathways will be utilized in response to the dual forces o f 

activation and suppression. Thus, no two language usage events, whether 

productive or receptive, are ever exactly identical. Even the seemingly simple 

uttering of the word no will involve the use of different associative pathways 

and different neurons every time it is used. In this view, a lexical entry is a 

collection o f many different and overlapping neural networks. This information is
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scattered all over the cortex and even into the midbrain (Lieberman, 2000). It is

argued that each of these networks is organized functionally around a specific

type of information, such as syllabic (Coleman, 2002), or from a different

system in the brain, such as emotion (Prather and Swinney, 1988). What is

important is the fact that they are also connected. It is the dual effects o f

separation/specialization and integration which define the lexicon and allow

language to be infinite.

5.4.1 Size and Scope 

In a connectionist view o f the lexicon, lexical entries are fluid with highly fuzzy

boundaries between them. While the networks themselves might be localized

(Bowers, 2002) the total information necessary for language use is not. This

creates lexical entries which are expansive both in size and scope. Different

lexical units make use o f the same bits o f information in the same networks,

but will not overlap exactly. It is a numbers game in the same vein as DNA.

When huge numbers o f circuits are involved, as we find in the cortex o f the

brain, then a small percentage o f differences create a vastly different product.

We see this in our own development, with reference to the fact, for example,

that the DNA of humans and chimps is 98% identical (Gibbons, 1998). It is

from this two percent difference that important diversities arise. The lexicon and
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lexical entries can be aid to work in a similar way. Lexical entries are much 

larger and much more similar than they are different, but it is firom a relatively 

small number o f differences that vast diversities in linguistic behaviour emerge.

5.5 Concluding Remarks

In this chapter we have reviewed some o f the research related to the nature o f

the metal lexicon. The results o f the review paint a picture o f the mental

lexicon as a flexible and expansive device: one which includes a wealth o f 

information both linguistic and extra-linguistic. Once more, it would seem that in 

the lexicon, as with the brain in general, the information present is both encoded

and arranged on the basis o f experience.

The scope o f the lexicon, as regards linguistic operations, however, is 

still an area o f debate and contention between the generative and cognitive 

models o f linguistics. The second part o f this thesis will seek an answer to this 

question. While, on the basis o f  the arguments presented above, the lexicon is 

seen as being necessarily expansive for a linguistic system for function, the issue 

is still open at least until evidence from language learners is collected and 

analysed.

184



Chapter 6: The Lexicon in Language Acquisition

In this chapter we discuss the acquisition o f language and the role the lexicon 

plays in this complicated process. While the focus o f this research is on 

additional language acquisition attention must first be given to elements of

generalized processes in language acquisition, including those often thought o f as 

elements o f first language acquisition. This is relevant as many of the basic

ideas emanating from first language acquisition regarding language, what it is 

and how it is acquired, are necessary to an understanding o f both the processes 

and relevant arguments arising from an additional language acquisition. Following 

the setting out o f several issues relative to first language acquisition, the 

discussion turns to additional language acquisition and some o f it associated

processes, specifically as it relates to the development o f the lexicon. Thereafter,

a review is presented o f some o f the issues raised by and models proposed to 

account for the development o f multilingual systems. Finally, the dynamic view 

o f multilingual systems (Herdina & Jessner, 2000) is explored, as a model which 

argues for an integrated view o f all linguistic systems.

6.1 First Language Acquisition

Language acquisition is an interesting and extremely important area o f research 

insofar as the way in which language is acquired should be able to tell us much
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about the very nature o f language itself Bearing this general idea in mind in

this section we take a look at some o f the basic underlying foundations o f  the

language acquisition process.

First language acquisition is characteristically defined as the process by

which a person comes to be able to use a native language (Richards & Schmidt,

2002). The notion o f  native language and certainly native speaker, however, are

hard to define especially when we consider such variables as multilingual

development (Hamers & Blanc 2000, Cook 2003) and measurements o f

proficiency (Bialystok, 2001). Such controversies blur the distinctions between

first and second or subsequent language acquisition and well as performance.

While it is acknowledged that there are some fundamental differences between

first and subsequent language acquisition, it is recognised that there are also

many parallels. In this section, therefore, we begin by treating some general

elements o f language acquisition, going on in the second half o f the section to

deal with elements o f cognitive and linguistic development usually associated

with younger learners.

6.1.1 Concept Formation 

The simplest way o f thinking about concepts is to relate them to the semantic

primes discussed briefly in the previous chapter. As we saw earlier, lexical items
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can be thought of as being composed o f an array o f different concepts

containing various features which together create the item ’s meaning, but these 

underlying primes or concepts are themselves identifiable with words (Cruse, 

1986). In this respect, it should be clear that concepts vary in their degree of

specificity, just as words do. The solution to this has been to claim that they

are arranged hierarchically in the brain (Singleton 2000, Lamb 1999). It should 

be equally clear that concepts are necessary for driving all cognitive systems 

including language, movement and thought (Liebennan 2000, Lamb 1999).

According to Lamb (1999) the functional linguistic system can be 

divided into three basic levels each formed out o f different types o f neural 

networks, a level o f concepts which is closely associated with the world, a level 

o f phonological, and presumably orthographic, forms which is associated with

physical movements for production, and a purely linguistic layer (words) between 

these two which associates information necessary for linguistic usage. While this 

model may be controversial, the necessity o f positing concepts as the underlying 

building blocks o f language is not (Kecskes & Papp, 2000). Theorists with 

contradictory viewpoints (e.g. Chomsky, 2002 and G. Lakoff, 1987) have asserted 

that concepts play an important role in word meaning and hence linguistic
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development and use. On this basis, the study of how concepts develop and are 

used in connection with both general cognition as well as linguistic units is a

fundamental part of explaining the acquisition of language.

A large amount of research has been conducted on the conceptual basis

of word learning, enough for there to be little doubt as to its validity and

importance (Bowerman & Levinson, 2001). An important aspect of initial

language learning is that it is primarily lexical. In the early stages language

learning is indisputably lexical learning and there is reason to believe that it

remains so (Tomasello, 2003). Language learning involves encoding linguistic

units/words and, in this very process, decoding the world (Murphy, 2002). The 

real world, that is the world outside each human brain, is made up of an

infinite number of entities each of which is composed of a vast array of

underlying concepts both concrete and abstract (Kecskes & Papp, 2000). As a

person encounters the world she or he encounters concepts such as hot, furry, 

round or dangerous both in and of themselves and also related to other entities. 

As words are encountered in the world not just the first time but every time 

they are encountered in context. In this worldly context concepts, which make 

up the entity the word codes, are simultaneously encountered. Words and the
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concepts which it was encountered with are encoded in the brain in an 

associative network which forms the basis for word meanmg (Lamb, 1999). 

Bloom (2000) even offers a theory he calls fast mapping which posits, quite 

differently from Chomsky and Pinker who believe some concepts are iimate, that 

there seems to be a critical period for this type o f word learning which enables 

children to leam the highly complex meaning o f words very rapidly indeed.

This process o f identifying and associating concepts is not as easy as it 

might appear on first glance. A cow, for example, is composed o f what might 

appear to be identifiable or individuated, concrete aspects such as its individual 

body parts as well some clearly abstract concepts such as the concept o f 

plurality in its four legs or two large nostrils. In the real world there might be 

a clear distinction between concrete and abstract but this is not so in world 

created in the brain As soon as language encodes any o f these body parts they 

enter the realm o f the abstract, insofar as no one tongue, for example, is quite 

like any other (Langacker, 2002). A cow’s tongue is both similar to and 

different from a ham ster’s; yet they bear the same linguistic label and share 

some concepts just as each also are associated with dissimilar concepts. This 

comparing and contrasting o f input encountered in the naming process leads to
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the development of categories and prototypes (Taylor, 1995). As soon as 

naming/labelling occurs so too does categorization for it is a way o f managing 

concepts coming in from the world outside the brain. Categorization is, therefore, 

the basic process from which word meaning develops and changes, but this

process is not limited to language. According to Jackendoff, 1983),

More generally, the ability to categorize is indispensable in using previous experience to 

guide the interpretation o f  new experience: without categorization, mem ory is virtually 

useless. Thus an account o f  an organism ’s ability to categorize transcends linguistic 

ability. It is essential to all cognitive psychology.

(p. 77)

Cognitive systems in the brain, including language, are self-organizing 

units (LeDoux, 2002) and categorization is the key to this organization (Taylor, 

1995). This means that the more information the system holds the better the 

system functions. With more information forming the basis o f the system

‘decisions’ can be made quickly accurately and effectively about new information 

coming in (Lamb, 1999). Thus, in a real sense cognitive systems are built out

o f and configured by the elements which are allowed into them and in the case

o f language it appears that the reciprocal link between words/lexical units and 

their underlying concepts are what the system is based on. Certainly words and 

their meanings are organized in part along conceptual lines, dogs and goats have
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a closer connection in the brain than dogs and incense because they share more 

concepts. However, concepts at some point also become configured along lexical 

lines.

All possible input mitially enters the brain through the perceptual systems, 

but not everything people perceive ends up being encoded. Perception is 

tempered by the system o f attention as well as certain midbrain structures 

(Banich, 2004). Perceptual information, of which there is an incessant flow, is 

only coded into the brain, becomes part o f some memory system, if it is 

deemed interesting and useful. Such attention-based decisions are made through 

categorization. The system o f attention as well as memory, it must be 

remembered, are self-organizing systems and function on the basis o f 

categorization, which is driven by the content o f the system. In a hierarchical 

model o f the brain as well as language, it is concepts which reside in the cortex 

at the top o f the systems.

An important aspect o f these concepts is how they come to be 

understood and created in the brain. Two main views obtain on the learning or 

activation o f concepts as the case might be. Nativists led by Chomsky and more 

recently championed by Pinker believe that children are bom with concepts
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available.

At peak periods o f  language acquisition, children are acquiring (“learning”) many words 

a day, perhaps a dozen or more, meaning they are acquiring words on very few  

exposures, even just one. This would appear to indicate that the concepts are already 

available, with much o f  all their intricacy and structure predetermined, and that the 

child’s task is to assign labels to concepts, as might be done with limited evidence 

given rich innate structure.

(Chomsky, 2000a:61)

The other view is that concepts need to be culled out from the 

experience a child has both with its own body (Johnson, 1987) and with the

people around him or her (Tomasello, 1999). Since the pioneering work of

Lenneberg in the 1960s parallels have been noticed between motor and linguistic

development. Often this has been used as an argument for innate systems, but

with no real explanations as to why (Cipollone et al., 1989). Such parallels seem 

to be better explained by a cognitive/connectionist model which sees language as 

developed from movement (Fauconnier & Turner, 2002), a viewpoint which has 

gathered support of late from evolutionary psychologists (Dawkins 2005, 

Corballis 2002, Lieberman 2000). Recent evidence reported in Clancy and Finlay 

(2001:308) claims that is it becoming increasingly clear that the relationship 

between brain development and behaviour is bi-directional. The recognition of 

new concepts changes the structure of the brain, thus allowing new behaviours
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and through this faciHtating the recognition o f still more concepts. Whatever its 

cause, the dual nature of experience, both internal and external is quite important 

as Bloom (2000) has pointed out that very young children in some cultures do 

not experience direct interaction with adults. While this lack o f child-directed 

input in some cultures has been used to support the poverty of the stimulus 

argument (Chomsky, 1965), it too, seems to be less important when we take 

into consideration the full range o f perceptual avenues, both direct and indirect. 

Such considerations are supported by recent research which claims that children 

go out of their way to interact, if not with others, at least with themselves and 

their environment (Haworth et at., 2006). Such researchers reject language 

learning, or learning in general, as a passive process in which learners have to 

wait for input to be spoon fed to them. Sociocultural perspectives claim that 

learners strive to leam in a process by which many systems come to develop 

simultaneously and together. Proficiency in language is, on this view, built out 

the energy created by the friction between the real world and the imaginary 

world societies create with language and which children need figure out through

both internal and external interaction with the world.

6.1.2 The Functional Basis 

The basis o f language basically has two components. There is the
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meaning/identification component as expressed in concepts, formed from

associations with the world. Then, there is the linguistic component of language 

use. Thus, we can know what a word/linguistic unit means, but that is separate

from how it might be used. The use o f a linguistic item is what can be termed

its fiinction. Functions, too, are concepts, but they are abstract concepts centred 

on language use. Richards and Schmidt (2002: 214) describe a function as, “the 

purpose for which an utterance or unit of language is used.” Within some 

theoretical approaches functions have been associated with speech acts (Austin, 

1962). Speech acts can be broken down into two types, perlocutionary and 

illocutionary acts. Perlocutionary acts are pieces of speech which get the listener 

to do something based on her or his understanding of what was said (Clark, 

1996). Thus, if I ask someone to give me a pen and they do that is a

perlocutionary act. But these are made separate from understanding. An 

illocutionary act is the act of getting the audience to understand the speakers 

meaning and as such are often broken down into different types {ibid.). It is 

these different types of illocutionary acts, such as apologies and requests which 

are often referred to as functions. Levinson (1983) comments that in addition to 

sentence types formulaic expressions are also very much involved in illocutionary
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acts. This shows a strong link between lexical learning and function learning.

Kasper and Rose (2002) review five theories of second language

pragmatic development, which largely entails, according to Hamers and Blanc

(2000), mapping linguistic forms onto functions. Each of these theories (The

Acculturation Model, Cognitive Processing, Sociocultural Theory, Language

Socialization, and Interactional Competence as Goal and Progress) underscores

the importance of real world interactions. Kasper and Rose also posit that

learning how to use and interpret language (pragmatic learning) is an ongoing

process which requires a variety of differmg cognitive systems, most importantly

attention. The important thing for us to remember here is that the essentials of

pragmatic development can be seen as being similar to conceptual development.

6.1.2.1 Form-to-Function Mappmg 

Form-to-function mapping is, according to Hamers and Blanc (2000), a system

of associations by which a linguistic item, be it a single word or an expression,

is mapped onto, associated with, a particular function or functions. It is

important to realize that these mappings, as in all mapping situations are not

mutually exclusive or one-to one. Thus, a particular form, hello, for example, is

associated with a multitude of different functions, from greeting to chastising.

Likewise a single function will be associated with many different possible forms,
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all o f which can be used to fulfil that function.

Different languages use different kinds o f  form for essentially the same fiinction. This 

is a fundamental characteristic o f  linguistic form in literature, that the same kind o f  

form can serve many different kinds o f  fiinction, and a single function can be served 

by many kinds o f  form.

(Fabb, 2001:460)

Learning this vast array o f different acceptable combinations is a long

term endeavour. While there are some formulaic or prototypical forms which are 

used for certain functions such as, “I’m sorry” for apology, there are no ‘rules’ 

or apparent short cuts for learning how to use certain expressions. Form-to- 

function mapping is achieved through co-occurrence. When a person observes a 

form being used for a certain purpose then an opportunity arises in which the 

two might be associated in the brain (Hamers & Blanc, 2000). In this way it is 

apparent that form-to-function mapping comes about in much the same way as 

conceptual learning, for as should be evident at this point everything in the 

brain is conceptual. Each speech act, like a concept or a word, is a category 

unto itself composed of various linked expressions composed, in turn, o f 

different variables. For the different speech acts there are prototypical linguistic 

usages (expressions) which are more commonly used and may have been learned 

first, but this is not stable or fixed. Like all systems in the brain, the system o f
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form-to-function mapping is constantly changing, which for a young learner can 

be said to be developmental, as their system integrates new information as a 

furious pace. For adults their system continues to change, albeit more slowly, as 

she or he encounters new patterns o f usage or new contexts, in effect new ways 

of domg old things or ways o f dealing with new situations.

There are obvious parallels between form-to-fiinction mapping and word 

learning. Both are achieved by making associations between concepts (speech 

acts) and forms. The most obvious difference is that in form-to-function mapping 

we are dealing with a vast array o f linguistic usages from silence, snorts and 

gestures to rather lengthy linguistic expressions. As with word learning form-to- 

function mapping consists o f a two-way dichotomy. Just as words are composed

or built out of concepts, but concepts also exist independently from words,

hence a two-way dichotomy, functions (speech acts) are built out of linguistic 

usages but these linguistic usages exist apart from such functions and possibly

even apart from language. Thus, the important point to bear in mind is that

these are related systems which are reliant on other cognitive systems for both 

initial learning and storage/preservation. In time, and as a direct result of 

variables like use and exposure, they form more complex and more effective
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working systems. How this can be explained in a more holistic way will be

explored in the next section.

6.1.3 Piagetian Developmental Stages 

Developmental stages suggested by Piaget for the development o f intelligence are

important because they tie together conceptual and functional development in

first or primary acquisition linking them to general cognition (Piaget, 1959).

Furthermore, intelligence does not consist o f  an isolated and sharply differentiated class 

o f cognitive processes. It is not, properly speaking, one form o f  structuring among 

others; it is the form o f equilibration toward which all the structures arising out o f  

perception, habit and elementary sensori-motor mechanisms tend.

(Piaget, 1950:7)

Piaget (1950) posits four basic stages in cognitive development. The first 

of these is the sensorimotor stage which is represented as taking place from 

birth to two years o f age. In this stage the child is seen as building an initial 

set o f concepts about the physical world and physical reality. In the second 

stage, the preoperational stage, the child is seen as still limited to the concrete, 

having not yet fully developed abstract classifications for objects in the world 

(Piaget, 1950:140). The third stage, from the ages o f seven until eleven, is 

called the concrete operational stage. This stage is seen as reliant on the 

“thawing” o f categories/concepts, which allows concepts associated with like
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entities to be integrated into more complex systems (Piaget, 1950; 153), resulting 

m more flexibility o f thought, which facilitates more abstract reasoning and 

problem solving. The final stage, formal operations, is seen as involving adult

like cognitive structures and reasoning based on a new ability to use 

propositions to operate on operations (Piaget, 1950:163), allowing reasoning o f 

an entirely abstract nature.

Piaget’s model is interesting because it spells out how different elements 

o f cognition may be used in turn to build cognition. At the centre o f all this 

development are concepts. Important as well, according to Piaget (1959), is the 

use o f language. For him, language is both built by and affects the way in 

which the perceptual system works. It should be mentioned that certain aspects 

o f Piaget’s model have been criticized of late (Bjorkland 1995, Meadows 1996), 

yet some o f the basic ideas o f his framework, particularly those o f language as 

a potential cognitive organizer, have been well accepted and it is this idea which

will be further explored below.

6.1.4 The Development o f Literacy 

According to many researchers in developmental psychology, including Piaget

and Vygotsky, the development o f literacy seems to be an important point in

cognitive development. More specifically, it seems to bring about changes in the
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way people think and use language (Morrow 2001, Vaca et al. 2000). Looking

at Piaget’s developmental stages it can be argued that the onset o f literacy is

what gets people to be able to deal with operations, the key to which is being

able to make concrete data abstract. As mentioned above, since systems in the

brain are self-organizing this kind of change could simply come about as a

result of an increased level of information entering the cognitive structure via

perceptual routes. Literacy challenges this view and is seen as a most important

event because the onset of literacy not only allows for a vast increase in the

amount of input available for processing, but because of its different nature,

forces people to process this input differently (Combleet & Carter, 2001). This

is an important issue because the effects of the development o f literacy have yet

to be explored in relation to the subsequent learning process. In this regard, Ong

(1982), though this was not his original intension, may shed light on some of

the effects of literacy on language learning.

6.1.4.1 Ong's View of Cognitive/Conceptual Changes 

Ong (1982) publication is a short monograph expounding on the development of

writing as a human technology, but a technology which, more than any other,

has brought about not only profound social but also cognitive changes and does

so each time a person passes from a state of orality to literacy. In this respect,
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literacy can be seen as a very good example o f a memeic development

(Dawkms 1989, Aunger 2002), possibly the ultimate memeic development 

because it is literacy which helps memes to survive. As in O ng’s assessment, 

literacy as a meme would allow for cognitive changes to occur, in a way not 

dissimilar to genetic change (Dawkins, 2005).

Through a careful philological investigation o f  oral literature and oral 

societies, Ong (1982) determines that the development o f literacy, regardless of 

its origin, forces people into a different way o f not only processing language but 

also o f remembering data and planning. This is an important issue for us here 

because most subsequent language acquisition takes place after literacy is 

developed. The main crux of O ng’s argument is that spoken language in pre

literates or primary orals is not able to be analysed.

Sound, as has earlier been explained, exists only when it is going out o f  existence. I 

cannot have all the world present at once: when I say ‘existence’, by the time I get to 

the ‘-tence’, the ‘exis-‘ is gone. The alphabet implies that matters are otherwise, that a 

word is a thing not an event, that it is present all at once, and that it can be cut up 

in to little pieces, which can be written forwards and pronounced backwards: ‘p-a-r-t’ 

can be pronounced ‘trap’.

(p. 91)

Ong (1982) also mentions that it is very hard for literates to imagine 

how it is that orals perceive the world and think because once one has passed

201



from orality to literacy it is no longer possible to think orally, nor does one

have sufficient memories from the period o f life in which one as primarily oral.

Literacy can be seen as a kind o f skill or power which changes our cognitive

makeup. Ong (1982) claims that writing restructures consciousness.

The onset o f literacy clearly requires the use o f  new

mechanisms/modalities for storing linguistic information as was discussed in the 

previous chapter regarding orthographic aspects o f lexical entries, but it does 

much more. Writing, as explained by Ong (1982), allows for the preservation 

and analysis o f language. As a result o f the development o f literacy, language 

cannot be preserved in the brain the same way as previously. This applies not 

only to the obvious orthographic representations, but also to phonological

representations. This makes sense in the realization that lexical entries are 

networks o f related information which affect each other and are constantly

changing (MacWhinney, 2000a). Without writing, words have no visual presence 

and it is the solidification o f language which gives writing its power and forces

the way in which people deal with language to change. Ong (1982:37-57)

categorizes nine characteristics o f oral thought and expression.

(i) A dditive rather than subtractive

(ii) A ggregative rather than analytic

(iii) Redundant or ‘cop ious’
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( IV ) C onservative or traditionalist

( V ) C lose to human lifeworld

( V I ) A gonistically  toned

(vii) Empathetic and participatory rather than objectively distanced

(viii) Hom eostatic

( IX ) Situational rather than abstract

According to Havelock (1963) writing creates a separation o f the creator 

o f language and the language she or he creates. Writing is also more 

decontextualized than speaking and this impels a reader to be more introspective, 

creating a world o f their own which may or may not correlate with the intended 

world o f the writer. Such distance causes changes in the way in which memory 

is used (Gaur, 1995). The development o f printing, making written forms 

ubiquitous, fostered changes in thought, making our present scientific-analytical 

culture possible.

Persons w hose world view  has been formed by high literacy need to remind them selves 

that in functionally oral cultures the past is not felt as an item ized terrain, peppered  

with verifiable and disputed ‘facts’ or bits o f  information. It is the domain o f  the 

ancestors, a resonant source o f  renewing awareness o f  present existence, w hich itse lf is 

not an item ized terrain either. Orality know s no hsts or charts or figures.

(p. 98)

The notion o f such larger cognitive changes is associated with the claim 

that literacy brings changes to language, which often go largely unnoticed, and 

that it is the onset o f literacy which gets children to fix forms. Prior to literacy.

203



as was mentioned in the previous chapter, words have no fixed forms in the 

metacognitive sense, this relates to all aspects o f a word’s structure (phonological 

as well as semantic) in addition to its usage patterns. Writing fixes linguistic 

forms in a way that changes the way they are used. Ong (1982) claims that 

adults in primary oral cultures can get by on a total o f about five thousand 

words because language use is always highly contextualized. Words in writing, 

on the other hand, according to lllich (1993) are signs in a way that they are 

not in speech. In fact, he claims that the realization o f  the written word and 

syntax go had in hand. Writing represents an elaborated code.

Without going into too much detail, O ng’s (1982) observations about the 

differences between primary oral cultures and literate cultures are relevant to 

language development and additional language learning for several reasons. First 

o f all, writing is a development from speaking. It is built on it in the same way 

that Hamers and Blanc (2000) propose that cognitive functions are built upon 

communicative functions, not the other way round. In both views one must 

precede the other. Cognitive fiinctions need something to be built upon in the 

same way categories must already exist so that they can be concretely identified 

and solidified, as in literacy. As many additional language learners have already
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passed into literacy and are often taught their new language with particular 

emphasis on literacy in both teaching and learning techniques, this might impose 

certain limitations on how students learn. Singleton and Ryan (2004:121), in a 

comprehensive review o f age factors in second language acquisition, note that 

‘third-age’ learners perform less well than younger learners in the oral-aural 

domain. Based on Ong’s 1982) observations, this would one o f the domains 

closely tied to orality, thus possibly supporting his claim for cognitive changes 

due to the development o f literacy.

Taking O ng’ view, in language learning the onset o f literacy allows for 

some types o f learning, principally the analytic learning that goes on in 

classrooms, but at the same time certain skills are lost, and these skills are 

important for working foundation in the shape o f a language. Two such 

examples would be ambiguity tolerance and contextual noticing. A tolerance for 

ambiguity is often seen as a necessary feature for effective second language 

learning and is often cited as a difference between first and second language 

learning (Brown, 2000). As mentioned above, context plays an important role in 

both the encoding and subsequent retrieval o f  memories. Second language 

learners who are highly literate and leam using literacy skills will not attend as
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much to contextual or environmental features to help find the meaning of 

language as they will be able to make use o f the fixed meanings o f translations 

equivalents. This leads not only to misunderstandings because translation 

equivalents are not, in fact fully equivalent, but also to diminished learning, 

because students who systematically fail to attend to context may have problems 

retrieving stored information.

6.2 Second Language Acquisition

An important debate among second language acquisition researchers concerns the 

question o f whether the second language learning process occurs separately from 

or is integrated with the present language or languages in the brain o f a learner. 

In the field o f second language acquisition the dominant tradition has been that 

o f the cognitive-computational model (Johnson, 2004). Central to this tradition is 

the separation o f competence and performance, discussed briefly in chapter 2. 

This separation also presumes a separation between different languages a speaker 

might have and, by extension, any influence o f pre-existing linguistic systems in 

the learning of another. This is a view very hard to support with neurological 

evidence (Lamb, 1999) and is wholly rejected by researchers in usage-based 

models, who see performance as being inextricably linked with competence
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(Bybee, 2001). Since performance, both in production and reception, is the basis 

o f the linguistic system then it can be argued that different linguistic systems 

are Imked, as has often been argued in the bilingual tradition, particularly in

more recent studies (Hamers & Blanc, 2000).

Whereas first language acquisition can be described as being generally 

similar across individuals under ‘normal’ conditions, second language acquisition 

can generally be seen as being quite variant (Brown, 2000). There is a veritable 

host o f variables that can be said to affect the second language learning process, 

from internal cognitive variables and affective variables to pedagogical variables 

(Singleton & Ryan, 2004). Rather than trying to put together a comprehensive 

review o f all the possible variables that might affect the subsequent language

learning process, the assumption to be made here, is that all languages comprise 

the same type o f system. Therefore, the processes necessary for learning any

language regardless o f age or the preexistence o f an already developed linguistic 

system should be, in a general sense, the same. This presumption is supported 

by claims by Hamers and Blanc (2000) and Cenoz and Genesee (1998) that

most people in the world are at least bilingual. Thus, if bilinguality, or indeed 

multilinguality, are normal aspects o f the human linguistic situation, then the
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process of learning a subsequent language is not as challenging an endeavour as 

people in traditionally monolingual societies like Korea believe and certainly has 

more to do with and more in common with first language acquisition. It is 

proposed here, following many multilingual (Cenoz et a l ,  2001), but not 

necessarily second language researchers (Gregg 1989, White 2003), that the 

learning of a second language cannot be treated as an endeavour separate from 

the already present languages, and that nor is it helpful to do so.

As discussed in Singleton and Ryan (2004), one o f the most researched 

issues in second language acquisition has been age, and the idea of a critical 

period in language acquisition. This idea, according to Johnson (2004), is a by

product of a nativist view of language and language acquisition. As Singleton 

and Ryan (2004) claim there is little to support a single reason for a critical 

period, such as neurological differences (e.g. Lenneberg, 1967), for differences in 

early and later language acquisition. Rather,

the various age-related phenomena isolated by language acquisition research probably 

result from the interaction o f  a multiplicity o f  causes and that different phenomena may 

have different combinations o f  causes.

(p. 227)

If there is no monolithic cause for differences between early (including first
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language acquisition) and later language acquisition (notably later second

language acquisition), and given that recent research reported in Cook (2003)

shows a link between various languages in a single person, it seems plausible to

take the view that the development o f an additional language is very much

related to the language(s) already present in the system. Accordingly, the

phenomenon o f additional language acquisition will be treated here as involving

cross-linguistic influence as central, although certainly not the only component of

the process.

6.2.1 Transfer

In the traditional view of transfer from the contrastive analysis hypothesis (Lado, 

1957), transfer is seen as being either positive or negative. This view, however, 

is based on absolutes in language where different forms are able to be deemed 

correct or incorrect based on separate and highly idealized linguistic systems 

(Chomsky, 1965). In addition, the pedagogical focus o f many prevailing second 

language teaching methodologies as a result o f this view has been to avoid 

negative transfer as opposed to promoting positive transfer (James 1998, Larsen- 

Freeman 2000). Here transfer is seen as a naturally occurring phenomenon which 

cannot be so easily deemed as positive or negative because the system(s) 

encompassing the languages a speaker has are not entirely separate, nor idealized.
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Unlike in the interlanguage hypothesis (Selinker, 1972), a second language is not 

seen here as moving along a continuum, slowly coming to better approximate an 

idealized native speaker norm. There is mounting evidence, first o f all, that the 

notion o f  an idealized native speaker norm does not exist (Davies 2004, Dorian 

2004, Cook 1999) and, second, that different languages are not separate in all 

respects in functional bilingual/multilingual systems (Kecskes & Papp 2000, 

Herdina and Jessner 2002). Cook (2002) proposes an increasingly more common 

view o f second language linguistic competence and use.

The L2 user stands between two languages, even when apparently only using one,

having resources o f  both languages on tap whenever needed.

(p. 5)

Based on such views, cross-linguistic interaction may be more

appropriately seen as a part o f language usage rather than as a language

competence issue (cf. Odlin (1989). All instances o f  language use are potentially

instances o f language transfer.

6.2.2. Types o f Links 

The types o f links both within and between the existing linguistic system and

the developing one occur at all levels and in all aspects. Looking back to the

previous chapter, we can claim that all these different types o f  links within and
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between linguistic systems relate to the different types o f  information contained

in lexical entries. This makes sense in the widely held view that the lexicon is

the storehouse o f linguistic information as well as the main connection point

between concepts and language (Lamb, 1999). Here a few types o f representative

links will be presented.

6.2.2.1 Phonetic/Phonological 

There has been a rather large amount o f research in the area o f phonological

development, much o f which supports the claim that the second language is at

some point reliant on the systems o f the first (Mitchell & Myles, 2004). This

reliance is seen both in speech recognition and production which, based on the

motor model o f speech reception (Liberman, 1996), sees the two as being linked.

Myers (2000) distinguishes between phonetic and phonological patterns saying,

A phonological pattern is the distribution o f  a psychological sound category. Phonology  

is the theory if  such patterns. A  phonetic pattern is the distribution o f  physical 

quantities associated with a sound category.

(p. 245)

The many different types o f inter-reliant types o f neural networks 

necessary for speech production may be one o f the reasons why pronunciation 

may be such an enduring problem for second language learners. A leaner o f a 

new language not only needs to recognize new sounds when they are
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encountered, which requires a rather extensive readjustment of existing phonetic 

categories (Bybee, 2001), but they also have to turn this recognition into a

series of complicated vocal tract movements, according to the motor model 

(Liberman, 1996). Once this has been achieved, to some degree, the learner then 

needs to deal with the unique distribution patterns of these new sounds in the 

new language (Celce-Murcia et al., 1996). All this needs to be done in the 

presence of a fully fiinctioning, but in all cases, different system. Research into 

second language phonological/phonetic (e.g. Leather, 1999) acquisition clearly 

shows an interconnectivity o f the major linguistic systems in all three areas

mentioned above (Lamb 1999, Lieberman 2000).

6.2.2.2 Semantic

As mentioned in the previous chapter, the question of semantic meaning is a 

complex issue. There are many possible ways for a lexical unit to acquire its 

certain meaning and for this meaning to be coded in the brain. In one

influential view, semantic links are seen, in part, as elements of the conceptual

structure underlying meanings of lexical items (Murphy, 2002). Within the 

context of additional language development, the concepts associated with a word 

in the LI are initially often used for L2 approximates even when not appropriate
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(Kjroll & Tokowicz, 2001) What follows, in their view, is a process by which a 

language learner needs to develop increasingly independent access to concepts for 

the L2. This may involve not only associating new L2 word forms to existing 

concepts but also the encoding o f new concepts, which may not exist in the 

first language system (Kecskes & Papp, 2000). To achieve a certain degree o f 

fluency in the L2, a learner must, in this view, establish direct pathways from

the L2 word to the concepts underlying it (Kroll & Tokowicz, 2001). This does

not mean that the LI and the L2, however, have separate conceptual systems, it 

simply means that direct access, even to what may be shared concepts, is a

prerequisite for achieving a degree of fluency in a language. Thus, a complex 

array o f new associations needs to be built around lexical items in the L2, 

which are capable o f bypassing LI pathways. (Kecskes & Papp, 2000) make a 

point o f arguing that while there needs to be direct access to concepts, there is 

a common conceptual base shared by all languages a person might know,

provided they reach a certain degree o f proficiency with those languages.

6.2.2.3 Functional

Establishing functional links in an L2 is often seen as following, in general, the 

basic process discussed above. Initially, fiinctional links are often manifested in 

translation equivalents in two languages being used for the same functional
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purpose in both languages even when this is not appropriate in one or the other.

Kasper and Rose (2002) mention that while some functions may be universal,

others certainly are not. Once more, the forms associated with functions, even

ones stored in association with similar concepts in the languages the learner

knows, will certainly vary in the LI and L2. Thus, new sets o f form-to-function

mappings, need to be generated for the L2 (Hamers & Blanc, 2000). As Kasper

and Rose mention, the LI may initially function as a facilitator in this process,

but problems will quickly arise unless the learner forms separate form-to-function

mappings for the L2. Interestingly, they go on to further argue that that the

classroom is often a very effective place o f developing such mappings provided

the students are given ample opportunities to practice the target language

authentically as well as accurate and authentic feedback.

6.2.3 Models o f Second Language Lexical Development 

Models o f second language lexical development focus on the internalization o f

words in the L2 and a diverse array o f information related to those words

(Nation, 2001). Much of the diverse types of information that comprise what is

commonly thought o f as lexical knowledge was discussed in the previous chapter,

so the approach here will be a more general one.

Ellis (1997) claims that the key task o f the L2 learner regarding lexical
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learning is to discover lexical patterns within sequences o f  language. It goes 

without saying that this is a highly complex endeavour, and in such a complex 

endeavour, a diverse array o f variables can be said to apply. It has been argued 

here that it is the lexicon which integrates and assimilates information, but this 

information may not be of the same type, there are linguistic and extra-linguistic 

sets o f information, or o f the same level. Kecskes and Papp (2000) argue that 

while concepts, on the basis o f  experience in using language, can be shared 

between words in different languages, lexical information, by virtue of the same 

experience, must be coded separately for words across different languages. Lamb 

(1999), in describing a hierarchical cognitive network for language, echoes these 

sentiments, ^^e posits lexical information and conceptual information as existing 

on different levels o f the overall network, thus allowing the respective networks 

that define each level to be different in their architecture.

As mentioned in the previous chapter, lexical knowledge is a complex 

issue and it should be recognized that there are many different ways to 

conceptualize and evaluate the development o f lexical knowledge in additional 

language learners (Read, 2000). This is particularly important because it has been 

argued that it is the lexicon that links linguistic and extra-linguistic knowledge.
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We, therefore, expect to find more real-world effects on the development of the 

lexicon. Teaching practices and methods of learning would be expected to have 

larger and more sustained effects on lexical learning on the basis of what we 

know about how learning ensues in a neural network (Terry 2000, Kolb & 

Whishaw 2003) coupled with the knowledge we are collecting about the nature 

of the lexicon itself (Singleton, 2000). The seemingly simple comment by Ellis 

(1997) about lexical learning does, however, indicate that, like in many of the 

areas discussed above, a new system of networks need to be built for the L2 

for that system to work effectively.

6.3 Multilingual Systems

Within language acquisition studies the second language research tradition has 

tended to be quite distinct from that of bilingualism research (Hamers & Blanc, 

2000), and likewise, to an extent, the bihngualism research tradition has been 

separate from the multilingualism tradition (Herdina & Jessner 2000, Aronin & 

O Laoire 2004). According to Johnson (2004) in an attack on the SLA tradition, 

many second language acquisition studies have tended to, following the current 

trend in theoretical linguistics, analyse the process of second language acquisition 

as an internal process separate from both the social environment in which the
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language is encountered and acquired and from the already present language.

Many bilmgual studies, for their part, have tended to focus on what Clyne

(2003) calls contact linguistics or the social situations in which different

languages are used as well as the connection between different languages in the

mind of a bilmgual (Kecskes & Papp, 2000). Multilingualism research, according

to Herdina and Jessner (2002) adds a new dimension to the language contact

issue because certain already present languages in the system tend to affect new

languages more and in different ways than others. This section will review some

of the theories relating to how pre-existing languages in a system have been

shown to affect new additions to the system.

6.3.1 Integration and Separation 

Researchers disagree on the amount o f integration and separation o f different

languages within the linguistic system or even if there is one system or many

different systems. Measuring this is made more complicated by the presence o f

many fossilized forms and systems which despite their lack o f further

development still manage to affect the system or other systems (Herdina &

Jessner, 2002). Additionally, systems that have not entirely fossilized are in a

constant state o f flux and while it can be argued that they do not or may not,

at some point, reach a state o f equilibrium, they do not stop changing or
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affecting each other. Indeed, the complexity of language suggests that there is no

simple answer to the integration or separation question. What current research in

bilingualism and multilingualism shows in that different languages are both 

integrated and separated and the interesting questions related to this are where, 

how and, finally, why.

At the preset time the question whether one has to assume the existence o f  shared 

processors rather than o f  separated processors is no longer asked. The question is rather 

reformulated in the following way: at what level o f  processing do the systems become

separate and at what level do they share common features?

(Hamers and Blanc, 2000:187)

6.3.1.1 Weinreich's 3-Way Distinction 

The question of integration and separation o f languages in a bilingual or

multilingual system can be traced back to the seminal work o f Uriel Weinreich.

Weinreich (1953) proposes three different types of bilinguals according to the

way that they acquire and use language (Ijalba et al., 2004). These different

types of bilinguals can be correlated with different types o f societal situations as

well as order scenarios (Hamers & Blanc, 2000). According to Weinreich (1953)

these three types are compound, coordinate and subordinative. Compound

bilinguals are represented as learning their respective languages simultaneously

and in the same context. They use them interchangeably and as a result lexical
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items which are translation-equivalents (German Haus and Danish hus) will share 

the same conceptual base. On this view, both lexical items are used in the same 

way to indicate the same things so a German- Danish bilingual looking at any 

particular house will be equally inclined to call it by either name, depending on 

who she or he is talking to. Coordinate bilinguals, according to Weinreich 

(1953) learn their respective languages simultaneously but in different contexts. 

Because the surroundings in which the languages are used differ, coordinate 

bilinguals have separate concepts for lexical items which are translation 

equivalents. Thus, a Danish-German speaking bilingual will feel impelled to use 

the term hus for a specific house which has the conceptual features o f hus, such 

as a stucco building with a thatched roof, while the same speaker might use the 

term Haus for a half-timbered building with a tile roof. Finally, the sub- 

ordinative bilingual is someone who is in the process o f  learning a new 

language and therefore has to use the lexical items o f  the weaker, newer 

language via the conceptual structures o f the dominant or entrenched (to use a 

term from Langacker, 1998) language. Kroll and Tokowicz (2001) address the 

issue of the sub-ordinative bilingual on the basis o f neurological factors such as 

the directionality and strength o f connections between the lexical items o f
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different languages.

Taking the idea further, Weinreich (1953) proposed different patterns o f 

storage for the languages (lexical information) of coordinate and compound 

bilinguals. Coordinate bilinguals are claimed to store their languages separately 

while compound bilinguals are claimed to have one store for all languages. This 

relates to the storage of memory as well. Heredia and Brown (2004) explain

Weinreich’s basic idea as it might regard memory encoding.

Coordinate bilingualism  involves learning two languages in different physical or 

geographical locations thus leading to two distinct mem ory traces for the languages. 

Since encoding specificity entails encoding additional information (e.g. environm ental

context, mood, etc.) when an item is encoded, it could be argued that learning tw o  

languages in two distinct locations would lead to encoding o f  two distinct (and

different) memory traces.

(p. 229)

The idea that memory, or at least certain types of memory, such as, not 

surprisingly semantic memory, is language specific has been proposed by several 

researchers (Shtyrov & Pulvermiiller 2002, Walter 2004). Friedlander (1990)

mentions language-specific access to episodic memory as having an important 

effect on idea generation as part of the writing process. Chung and Segalowitz 

(2005) focus on differences in working memory among different languages.

Weinreich’s (1953) model has been very influential, but is also seen as
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being too simplistic. Such simplistic proposals have come under fire in recent 

years as researchers learn more about the brain and how information is linked 

and organized within. Hamers and Blanc (2000) explain their reservations about 

W einreich’s model.

It must be stressed that this distinction is not absolute but that different form s o f  

bilinguality are distributed along a contmuum from a com pound pole to a coordinate 

pole: a bilingual person can at the sam e time be com pound for certain concepts and 

more coordinate for others.

(pp. 28-29)

Thus, no one bilingual person can be described as entirely coordinate or 

compound. This draws the seemingly straightforward issue o f language separation 

and integration into question as well. Certain different languages, different codes, 

will be integrated in some aspects and separated in others. It should be clear 

that the issue inspired by Weinreich (1953) is primarily lexical insofar as 

W einreich’s model stipulates lexical development and lexical storage and all that 

the other information that comes with this, as discussed in chapters 3 and 5.

The notion o f simple separation and integration begins to unravel when 

one looks deeper into the nature o f lexis. Word storage applies not only to 

content words but also to function words as both are, made up o f concepts, 

some are derived form the real world in a concrete way while others are
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abstract grammatical concepts. Content words can further be differentiated along 

lines o f concrete and abstract (Dufour & Kroll, 1995). The type information 

related to the storage o f these different types o f words will vary due to the 

variant relationships o f the words to the real world. On the basis o f their 

differences, we would also expect different types o f words to show different 

patterns o f storage. Abstract words have no direct representation in the real 

world and, therefore, may not share concepts across languages even in a 

simultaneous language learning situation. The point is that the link between 

different languages is primarily lexical and a model o f language in which 

various aspects o f language are linked through lexis is necessary to account for 

multilinguality.

W einreich’s theory, despite its obvious problems with simplicity and 

over-reliance on the concept o f cerebral localization, is interesting in the present 

discussion because o f  its claim that the cognitive organization o f  language in the 

brain is a direct result o f the way the languages are used by the individual or 

indeed the society in which the individual is learning the language (Hamers and 

Blanc, 2000). This is a thoroughly modem idea which has had a profound effect 

on the field o f  bilingualism and at least in one respect corresponds well with
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what we have been claiming about system-usage connections.

6.3.1.2 Concrete -vs.- Conceptual store 

As mentioned above, it seems that “the sum of empirical evidence seems to

favour the single-store model” (Hamers & Blanc 2000:173, cf. Kecskes & Papp

2000). Still, however, the languages are not totally integrated, no more than they

are ever totally separated. There have been a large number of studies on

bilingual language storage and processing since Weinreich (1953) and while

models vary from that of the dual-coding model (Pavio & Begg 1981, and

Paivio 1990) to the hierarchical model (Collins & Loftus, 1975) and the

asymmetrical model (Dufour and Kroll, 1995), they share several elements in

common. All the models see a difference in the storage and interconnectivity of

different types of words. In the dual-coding model words are stored in two

different ways. There are logogens which are verbal representations and imagens

which are the image representations of lexical items. A bilingual will have two

different, but associated, verbal (logogen) representations but may have a single

store for corresponding imagens depending on the acquisition history and patterns

of language use. This model has a problem in that it may account for words

representing concrete entities like "duck' which may be accessed through an

imagen but has difficulty dealing with words representing abstract concepts such
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as "perseverance.' In order to deal with this problem the hierarchical model 

(Collins & Loftus, 1975) was proposed. The hierarchical model basically states 

that different types of lexical information are stored at different levels. Lexical 

or surface features of words, such as its phonological form or the syntactic 

patterns it is involved in, are stored separately from the semantic features of the 

word. Likewise, the semantic features of the words are stored in a common pool 

while the lexical information is stored separately for each language. This model, 

too, is overly simplistic in that it fails to account for different acquisition 

histories and the intricacies o f multilingual systems (Magiste, 1986). In order to 

account for consecutive bilinguality Kroll and Sholl (1992) propose an 

asymmetric model. The basic idea behind the asymmetrical model is that the 

relationship between the two languages starts out as asymmetrical as the L2 

lexical associations will first rely on those of the LI and becomes increasingly 

less so as both the lexical and conceptual connections between the languages 

begin to fuse together to form a more common store. As with the hierarchical 

model there is an increasingly common store for concepts, but separate stores for 

lexical information. The difference here is the proposition of the types of 

connections between these various stores, both between the lexical stores



themselves and between the different lexical stores and the conceptual stores. 

Dufour and Kroll (1995) propose that there are stronger links from the L2 to 

the LI for lexical stores, but stronger links from LI lexical information to the 

conceptual base. As fluency in the L2 increases, the systems become more 

symmetrical and the links become more equal, as a result o f use.

JCecskes and Papp (2000), in a study of the development o f academic 

skills among Hungarian speakers learning a foreign language as a tool for 

writing, focus on the development o f the bilingual conceptual system. They 

found that a learner group exposed to intensive academic mstruction and practice 

in a foreign language (immersion), in lieu o f any formal writing instruction or 

practice in their native Hungarian show an increase in Hungarian writing 

proficiency in excess o f that found in groups which were exposed to both a 

foreign language and Hungarian instruction or Hungarian instruction alone. They 

conclude.

The experiment demonstrated that FL learning has the potential to affect the state o f  LI 

knowledge and skills. The effect is dependent on several variables, such as language 

proficiency, motivation, and the way o f  exposure to the target language.

(p. 33)

In order to explain these results, Kecskes and Papp (2000) posit the beneficial
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effects o f what they term the common underlying conceptual base (CUCB). 

While the positing o f a common underlying store for bilinguals and multilinguals 

is now commonplace (Baker, 1996), Kecskes and Papp (2000) link the CUCB to 

both functions and forms, using the idea o f a CUCB to explain attested 

cognitive advantages o f bilinguality commonly commented on since Peal and 

Lambert (1962). As mentioned in section 6.1 concepts are closely related to the 

real world as well as being more abstract. There are also concepts related to 

language itself (functions) and it has been claimed that academic functions are 

built upon the communicative functions learned first (Hamers and Blanc (2000). 

New content knowledge and skills in using that knowledge are necessarily linked 

to underlying concepts. Thus as one leams new information or skills through one 

language the existence o f a CUCB allows this new knowledge, represented by 

new concepts or the extension o f pre-existing concepts, to be available for use 

in the other languages the speakers may be able to use.

It is the conceptual base where thoughts originate and are then mapped onto linguistic 

signs that get to the surface through either language channel. Due to the CUCB, 

information-processing skills and educational attainment may be developed through two 

languages as well as one language.

(pp. 48-49)

On this view, without the CUCB, different types o f knowledge and skills
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will be very much language specific, making it important for language learners

to develop a CUCB. This is based on the idea that language presupposes a

speaker conceptualizes her or his experiences (Kecskes & Papp, 2000:56) and

that experience in using a language thus fosters the development o f the CUCB

through a process called concept mediation. In this process, the common

conceptual features o f linguistic entities o f the LI are seen as modified as

information comes in both about and through the L2. The CUCB is not regarded

as not housing all the concepts but as housing those which have been

neutralized to specific language effects. Concepts that are strongly culturally

coded in one language and not nay of the others may not be part of a CUCB.

Thinking through a neutralized CUCB allows, according to Kecskes and Papp

(2000) more flexibility.

6.3.1.3 The Homogeneity Hypothesis 

The homogeneity hypothesis (Libben, 2000) is a model o f  lexical processing in

bilinguals which builds on the above mentioned arguments for partial conceptual

integration among languages in multilingual systems. Libben (2000) bases his

homogeneity hypothesis on recent research in bilingual processing.

The essence o f the homogeneity hypothesis is that monohnguals, bilinguals, and second 

language learners possess the same kind o f  lexical representations and employ the same 

kind o f  processes in the activation o f  words in the mental lexicon. Thus, monolingual,
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bilingual and second language linguistic knowledge can be represented in a single 

lexical architecture and there is no need to postulate individual lexicons for individual 

languages.

(p. 229)

Libben’s (2000) hypothesis is interesting because it claims integration o f

lexical features between the different languages a speaker might have. It makes

claims that have already been mentioned in relation to the lexicon itself. Since

the lexicon is not a self-contained continuous entity in the brain for a single

language it would seem foolish to posit two such entities. In effect, Libben

(2000) is claiming that the lexicon of multilingual systems, like the conceptual

store is integrated. It is, the argument runs, not a complete integration but since

languages are formally more similar than they are different the idea makes

perfect neurocognitive sense. The various neural networks which make up

different aspects o f a lexical entry will, on this view, include information from

all languages. This is not limited to certain types o f  information or types o f

neural networks, but rather universal (Lamb, 1999). Thus, we would expect to

find blending in purely linguistic areas like pronunciation along similar lines as

is proposed by Kecskes and Papp (2000) and this does indeed seem to be the

case as recently reported in Cook (2003).

6.3.2 Language Dominance
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One o f the issues which must be dealt with in relation to the way different 

languages are interconnected in language dominance. The idea o f a perfectly 

balanced bilingual has come under fire in recent years and though the term still 

exists most researchers in bilingualism see it a misnomer (Hamers & Blanc, 

2000). Even for learners who have experienced simultaneous bilinguality and are 

highly proficient in two or more languages, one language has a tendency to be 

stronger than others either in a general sense simply because the learner uses 

that one more than others, or has done so in the past. Alternatively, in instances 

o f functional bilinguality (Wei, 2000) a particular language will dominate in 

certain contexts or in topic areas. Grosjean (1995, 2000) takes this notion one 

step further and claims that bilinguals enter into different language modes 

depending on the context o f language use where a single language will be 

available for use or a bilingual mode where two or more languages are available 

for use. Thus, as one moves through the world, the requirements o f  the situation, 

rather than mere proficiency, determine which language may dominate at any 

given time. In short, language dominance, too, is about usage and the way a 

speaker uses her or his languages.

All this having been said, it is important to go back and see what

229



dominance really is. From a neurological perspective, one language can be said 

to dominate another when the patterns o f neuronal connections for that dominant 

language are easier to activate and more difficult to inhibit than for any other 

language in the brain (Lamb, 1999). In short, a dominant language carmot be 

shut off even when the speaker is not using it for communicative purposes and 

thus the patterns of that dominant language tend to affect other languages as 

they are used. From this definition it is clear that a dominant language is going 

to be one which is entrenched. The neuronal pathways both within and between 

different neural networks will be stronger and more frequently used and, 

therefore, easier to use and, more importantly, much harder to suppress. Any 

given neural network will probably contain more nodes for the dominant 

language than less used ones. It must be remembered at this point that the brain 

works on the dual forces o f activation and suppression (Banich, 2004). As one 

neural pathway with a cluster o f connected pathways is being used a multitude 

o f others must be suppressed. The stronger, more entrenched a set o f pathways 

is, the harder it will be to suppress (Levitan & Kaczmarek, 2002). It is in such 

a situation one language can dominate another. Once more, since everything in 

the brain is interconnected to some degree and all related information is
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important, contextual features are a necessary part o f the process o f suppression

(LeDoux, 2002). From this it is also easy to see how on language can come to

dominate in a certain situation or context. While research has yet to be

conducted specifically on language, some interesting findings to support this view 

have emerged regarding movement, free will and conscious control (Pasingham 

and Lau, 2006).

From a developmental perspective language dominance is often seen as 

an already known language interfering with a language which is being learned. 

A newer language, particularly one which is not used very much will show 

strong effects from more entrenched languages because it does not yet have 

enough o f its own properties encoded. These effects relate to all aspects 

linguistic, conceptual, and even memory systems and seem to be quite enduring 

in the area o f pronunciation (Singleton & Ryan, 2004). This phenomenon results 

from the new language using the already existent neural connections and systems 

in the brain. Initially the only neural networks available are ones related to 

languages already present. Thus, it is inevitable that a new language will be

affected by already existent systems which are readily available for use. With 

use the situation can change. A later learned language may come to dominate an
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earlier learned one, or as suggested by Grosjean (1982, 2000), for people who 

are functioning as bilinguals or multilinguals in their everyday lives, dominance 

may be a matter o f shifting from one mode to another depending on contextual 

variables.

6.3.2.1 Order, Place, and Purpose o f  Acquisition 

As described above the question o f language dominance is a rather complicated

issue when one begins to investigate how and to what degree one language

system affects another. Some o f the variables which have been shown to affect

the relationship between languages are such things as the order, place and

purpose o f the languages learned (Ellis, 1994). It has often been shown,

particularly in the SLA tradition built around monolinguality, that the first

language learned is often the one which comes to dominate the entire linguistic

system (Gass & Selinker, 1994). This is because in most monolingual societies,

or regional bilingual societies, such as are common in Europe, the first language

learned by the majority is the language o f  the society and is able to be used in

all contexts and for all functions (Hamers & Blanc, 2000). This first language,

thus has a opportunity to become deeply entrenched in all aspects o f  the

cognitive/neural systems o f the speaker prior to another language being

introduced, even in such progressive school systems such as that found in
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Luxembourg, for example (Hoffmann, 1998). Singleton and Ryan (2004) note 

that what look like age effects in late L2 learners may be in part explicable in 

terms o f LI entrenchment.

In addition to order o f acquisition, the place in which a language was 

acquired plays a role in how that language will be used in different locations. 

As mentioned above, context is not only important in generating word meanings, 

but in the very process o f encoding (Terry, 2000). When a bit o f information is 

encoded a wide range o f contextual information is encoded with it and 

connected to it (Baddeley, 1997). In the presence o f such contextual information 

certain linguistic information, for example, will be more readily accessible. When 

a certain linguistic code is always encountered and used in a specific context, 

then the presence o f that context will make that code more accessible than it 

may otherwise be. This general observation, however, is often tempered by other 

factors in the complexity o f a real learning situation.

The purpose for which a given language is learned has a profound effect 

on the types o f connections, which are built around linguistic units. Students 

who are learning a language for testing purposes, as is generally the case in 

South Korea, will primarily practice the skill areas which appear on the test. In
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South Korea, for example, this is limited to reading and listening, with students 

getting very little productive practice. Additionally, the language forms they tend 

to leam are more formal because English is used, if  at all, for academic 

purposes. In this case, there will be little development o f neural networks related 

to the sounds o f English because students receive little opportunity to do this. 

Aside from the issue o f practice, the input can also vary according to learning 

purpose. In cases, such as those described above, language elements are not 

introduced in meaningful context, either linguistic or situational and may even be 

contextualized through a language other than the target language. Such a learning 

scenario creates a less than optimal situation for the development o f new neural 

networks in the target language or the introduction o f new information into pre

existing neural networks along the lines o f a CUCB (d’Anglejan, 1990).

6.3.3 Socio-cultural Factors 

Socio-cultural factors such as perceived linguistic distance and affinity with the

culture and speakers o f the target language have also been shown to have an

effect on subsequent language learning (Brown, 2000). Languages that are

perceived as being linguistically closer to languages a learner has already

achieved some proficiency in will be more easily learned than ones which are

perceived as being more linguistically distant (Ellis, 1994). This could be
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because the learners will be more easily able to notice similarities between the

languages, thus allowing for more instances o f positive transfer, a prerequisite

for the development o f a CUCB or more rapidly integrated linguistic system

(Kecskes & Papp, 2000). Another effect o f closeness in languages is

motivational. Because learning a closer language is seen as being easier, a

learner will be more motivated from the start (Domyei, 2001).

6.3.3.1 Perceived Distance 

It is important to mention that while intuitively it is clear that some languages

are closer to each other (e.g. Korean and Japanese) and others are more distant

(e.g. Korean and Russian) linguists often posit languages as being equally distant

or equally hard to learn (Andersson, 1998). Without debating this issue in

depth, it is clear from a learning point of view that the relative distance

between languages and cultures will be based on the individual and will be

related to what they have been taught and how they have been taught. In South

Korea, for example, English is typically perceived o f as being very different

from Korean and, therefore, very difficult. This belief is often reinforced by

English teachers and has a profound effect on not only how students perceive

English, but also how they go about learning it (Domyei, 2001). This is an

important concern because it is has been claimed throughout this section that

235



certain aspects o f behaviour determine cognitive structure and that behaviour is a 

product o f thoughts and beliefs.

6.4 Concluding Remarks

In this chapter, some general issues o f  language acquisition, centred on the 

lexicon were briefly discussed. Rather than trying to summarize the diverse range 

o f language acquisition studies certain pivotal concepts and theories were 

addressed which will be useful in interpreting the data. Regarding first language 

acquisition, concepts, functions and some aspects o f developmental stages were 

briefly discussed. These aspects o f L 1 development are seen as having an 

important role in L2 development. Basic ideas o f how information o f how 

transfer occurs in the process o f additional language development was also 

discussed. It was argued that one o f the goals o f  L2 development is for the 

learner to develop independent associations for the L2, but this doers not mean 

that the L2 can, or indeed should, fiinction independent o f  the L I. Research on 

the relationship between different linguistic systems when two or more languages 

are present was discussed and it was argued that different linguistic systems do 

affect each other in a variety o f  ways. It was further argued that the 

learning/teaching practices and psychological factors also affect the way the

236



languages in the brain will affect each other. The effects o f this will be seen in 

the next section o f the thesis.
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Part II -  Evidence from Learners
This part o f the thesis deals with the data-elicitation tasks given to the Korean

subjects and seeks to link the results o f  the various tasks to the points made in 

Part I. The first chapter in this part. Chapter 7, introduces the rationale and

design o f the entire set o f tasks as well as the individual ones. The second

chapter, Chapter 8, discusses the results and implications o f the series o f data- 

elicitation tasks as they relate to the initial set o f hypotheses.
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Chapter 7: Methodology

A series o f seventeen data-elicitation tasks in total were administered over the 

course of the 15-week fall semester (Sep. — Dec.) o f 2003 at S. University in 

Seoul, South Korea. It was hoped that the data elicited would shed light on the 

effects o f English instruction on Korean learners o f  English after a minimum of 

six years o f said instruction. The tasks were designed to elicit data pertaining to 

the knowledge and use o f various knowledge systems related to the English 

language and their integration. In order to link the results from the elicitation

tasks back to models presented in Part 1 o f this thesis, the tasks were designed 

in accordance with those models. Some tasks were designed to elicit performance 

on more mainstream structure-based tasks while others elicited performance on

more integrated tasks requiring the simultaneous use o f  different types o f 

knowledge along the lines o f  connectionist models. A number o f tasks were also 

designed to measure lexical connections and lexis in generalized language

production. Additionally, two questionnaires were distributed, first to establish the 

experimental pool and second to glean information about the subjects’ learning 

history, feelings about and use o f  English in their daily lives.

The research questions to be addressed in the analysis o f the data were as

follows:
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1. Are there meaningful differences between the subjects' performance on the

structure-based tasks and connectionist-based tasks?

2. How are the results o f the first two types o f tasks related to the lexical and 

production-based tasks?

3. How do the subjects themselves feel about the role o f  the English language

in everyday life and their own English language use after a minimum of six

years o f instruction?

It was assumed, following the dynamic model o f  Herdina and Jessner 

(2002), that in a functioning linguistic system a proficient language user makes 

use o f diverse types o f knowledge in a connected, complementary fashion, where 

each type fulfils a specific function or set o f functions in the normal course o f 

linguistic production and reception and that none is necessarily primary or more 

basic. It was further assumed that in a second language situation an over-reliance 

on any one system o f knowledge, occasioned by the acquisition process itself,

will result in a less than optimal development o f linguistic systems, and that use 

will be adversely affected; and that this “less than optimal” development, as 

derived from mainstream, centrist theories and approaches focusing predominantly 

on structural elements, should be observable in data collected from the set of 

subjects.

On the basis o f the above assumption, hypotheses were generated in 

relation to the research questions. With respect to the first research question it
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was hypothesized that there would be a meaningful difference between the

subjects’ performance on the structure-based and connectionist-based tasks. This 

meaningful difference, if the hypothesis was shown to be true, it would be

reflected in consistently higher scores on the tasks focusing on linguistic

competence/structure than on the tasks focusing on integrating various type o f 

knowledge. If the scores on the two types o f tasks were not consistently

different, or if the scores on the integrated tasks were, at some point higher

than for the structure-based tasks then the hypothesis would be shown to be

false. This first hypothesis was generated based on the basis o f the reality o f the 

assessment—driven Korean EFL classroom where the focus is primarily on the 

acquisition o f discrete bits o f stnictural knowledge and the students get little

practice in integrating information. A marked difference on the two types o f

tasks with a higher performance on the structure-focussed tasks could be taken 

to indicate that their lexical connections, as a result, are sparse and their English 

language use is at a low level compared to the knowledge demonstrated. This is 

the crux o f the second hypothesis generated from the second research question.

It was hypothesized in relation to the second research question that the 

subjects would perform at a rather low level on the performance-based tasks and
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lexical connection tasks, reflecting sparse use o f lexis and lexical connections. 

Such a result would echo the expected results with reference the first hypothesis 

in indicating linguistic knowledge but less effective use o f  this knowledge owing 

to a lack o f connections in the mental lexicon.

The hypothesis generated from the third research question was that the 

results o f the data elicitation tasks would be positively correlated with the 

learning history and feelings o f the subjects regarding English, as derived from 

the questionnaires. It was expected that the responses from the questionnaires 

would show an English language learning history dominated by structure and 

with little real classroom practice, but that the subjects would still have positive 

feelings toward English, despite not enjoying or finding useful what was done in 

the classroom. Overall, the findings were expected to show a paucity o f  lexical 

connections in the subjects even after several years o f  English language 

instruction and despite a high level o f motivation.

7.1 Overview

In order to find some answers to the research questions above, four general 

types o f instruments were prepared. The first two types were devised to 

elucidate differences in acquired linguistic systems related to the Chomskyan
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notion o f competence and systems related to connectionist models. The third set 

of tasks relates to the lexicon itself and the range and types o f  lexical 

connections contamed within and across the two languages. In addition, two 

questionnaires were given to subjects, one at the start o f the data-collection 

period, and one at the end.

In order to ensure that subjects are, in fact, using a specific type of 

knowledge system, different types o f designs were needed to be implemented for 

each type o f task. Following task design in the generative tradition, which is 

generally decontextualized in nature, and following Nuttall’s (1996) claim that 

readers typically use particular knowledge systems related to structure typically 

when facing difficulty, the competence/structure-based tasks included: 1. a focus 

on categorical knowledge, not necessarily on meaning or function; 2. words 

designated as primary units; 3. decontextualized utterances o f short duration; and 

4. tasks which involve linguistic problem solving in areas o f  structural 

dependence and/or deviation. The tasks derived to probe knowledge o f  the kind 

explored in connectionist models, following the cognitive grammar practice of 

attributing control to the lexicon through expansive and integrated complex 

lexical entries (Lamb 2000, Hudson 2002, 2007), show the following general
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features: 1. focus on connections between different types o f linguistic and non- 

linguistic knowledge; 2. no particular sized unit as primary (collocations and 

chunks are necessary for effective language use); and 3. inclusion o f context and 

communicative functions in the tasks.

The series o f tasks were incorporated into three different regular credit 

freshman English courses at either one or two week intervals in several locations 

around the S. University campus, depending on the format o f  the task and the 

equipment necessary. In order to get full participation o f the subjects over such 

a long elicitation period, the results o f some o f the tasks were included in the 

grading the course. Participants were informed o f the study and how it would 

work by the researcher each week during the first few weeks o f the class well 

in advance o f the drop/add period so that students who did not wish to 

participate could easily simply switch classes to any o f the other 50 GEP classes 

currently running. Thus, by staying in that section o f the course students showed 

their willingness to take part in the study. The schedule o f the tasks can be 

found in Appendix A.

An important part o f the design o f the study was the use o f  control 

situations for all tasks. For all tasks, with the exception o f the Korean word
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association tasks and the questionnaires, there was some sort o f control situation 

so that the validity o f the task could be ensured. The control situation for the 

majority of the tasks took the form o f either having a small group o f native 

English speakers or very high proficiency English-Korean bilinguals with 

extensive experience in core English speaking countries perform the same task as 

the subjects themselves in order to develop a baseline o f performance. These 

English native speaker control subjects were also students studying at S. 

University. They were not taking any of the classes included in the study and 

were not informed of the purpose or design o f the study prior to completing the 

tasks. It should be noted that for all the tasks, the control group scored well 

above 95%. On this basis, it can be surmised that the tasks designed for the 

study are indeed easy for native speakers or high proficiency bilinguals. A low 

score on any o f these tasks could, therefore, be taken to be an indicator o f low 

ability on the part o f the subject. Another type o f control situation was provided 

by the subjects themselves. For several of the tasks the subjects would perform 

the same task, first in Korean and then in English, as in the case o f the 

production-focused and word association tasks. The purposes o f doing this were, 

firstly, to generate some familiarity with unfamiliar tasks as in the case o f the



word association tasks and, secondly, to establish a baseline to ensure

proficiency in a particular linguistic mode, as in the case o f the functional 

writing task. Having the subjects perform some o f the tasks in Korean prior to 

English was seen as raising the possibility o f peak performance and therefore as 

raising the validity o f those tasks. A third type o f control was used for the

production-focussed tasks in the form o f a rating scale. The rating scale and the

design o f  the tasks were taken from the SMU-MATE a test o f  global English 

language speaking and writing proficiency certified by the South Korean

government. The SMU-MATE (hereafter MATE) was chosen as a tool for 

elicitation as well as measurement because o f its assured validity as well as its 

familiarity to both the subjects and the researcher. The researcher was not only 

the principle architect of the MATE but also served as the rating coordinator 

designing and implementing all aspects o f this exam (Van Vlack, 2002a and b). 

The rating scale o f the MATE is designed to be able to describe all levels o f 

proficiency from a highly proficient native speaker down to someone who can 

only communicate using the most rudimentary set o f words and phrases. Owing 

to its range and validity, as attested by the South Korean government, it is seen 

as providing an excellent measure for the subjects o f this study in relation to
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global proficiency in speaking and writing. Below, is a list o f  all the tasks in

the order given and the type o f  control situation used. 

Table 7.1 List o f Tasks With Control Situation

Structure-based Tasks

Com plete the Sentence 1 and 2 - W riting [Native English Speaker Norms]

Com plete the Sentence - Speaking [Native English Speaker Norms]

Reading and Listening Gram m ar Judgments [Native English Speaker Norms]

Connectionist/Production-based Tasks

Listening Comprehension [Native English Speaker Norms]

Reading Comprehension [Native English Speaker Norms]

Functional Writing (Korean) [SM U-M ATE Ratmg Scale]

Functional Writing (English) [SM U-M ATE Ratmg Scale]

Functional Speaking (English) [SM U-M ATE Rating Scale]

Lexical Tasks

Word Association (W ritten-Korean)

Word Association (Spoken - Korean)

Word Association (W ritten - English) [Native English Speaker Norms]

Word Association (Spoken - English) [Native English Speaker Norms]

C-test [Native English Speaker Norms]

Questionnaires

Pre-questionnaire

Post-questionnaire

7.2 The Subjects

The subjects involved in the study were chosen from among the students 

attending three different required freshman English classes at S. University in 

Seoul, South Korea. All the subjects were female and their ages ranged from 19 

to 27 years (mean age 20:2). They had at least six years o f  formal English
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instruction at middle and high school in South Korea, some university English, 

and, in addition, some had also studied to various degrees at private language 

institutes in Korea. The subjects o f the study, although they were all studying in 

Seoul, came from a wide range o f regions around the country and can therefore 

be said to represent the country of South Korea reasonably well. Only a small 

number o f the subjects in the study had lived outside o f  Korea for any length 

o f time. The majority can, therefore, be described as having been educated 

entirely in Korea, albeit in different regions and with a minimal amount o f 

variation depending on the amount o f private schooling/instruction they received. 

Proficiency level was not a factor in choosing the subjects, although they were 

asked to self-assess their English proficiency on the pre-questionnaire.

O f the 67 students who provided data for the study 45 were selected as 

subjects because they provided complete responses to all the tasks deemed 

essential to the study. These 45 students were divided into two groups, an ‘in’ 

group and an ‘out’ group. The 40 subjects of the ‘in’ group were selected for 

the study based on their lack o f long-term overseas exposure to English. Their 

exposure to English would have been primarily through the standard school 

curriculum, which is tightly controlled by the Ministry o f  Education regardless o f
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region through the materials teachers have to use. University underclassmen aged 

(19-21) and older were specifically chosen because they would have had English 

instruction for a number of years, which would have been quite uniform. As

university freshmen they probably would not have experienced the diversity in 

learning, which often comes with the freedom of university as opposed to

middle and high school education in South Korea. It is, therefore, expected that 

the subjects selected for the ‘in’ group would have developed some degree of 

competence in English. As all of the subjects were also university students they 

can be seen as being successful examples of the local curriculum, because

English plays an important role on the university entrance exam. Given the 

curriculum that was in effect while they were middle and high school students it 

was also assumed that they were all exposed primarily to traditional 

structural/competence-based examples o f language production and reception, as is 

predominantly the norm in South Korea.

This assumption can be made based on the materials the teachers are

required to use in the classroom. The researcher is the co-author o f the most 

widely used range of middle school books in South Korea (Lee et al., 2001, 

2002, 2003) and has worked on high school books as well and is, therefore,
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familiar with both the types o f input used in the English language classroom as 

well as the methodologies used to deal with such input. It was assumed that, on 

the basis o f the input provided and the way this input is generally treated in the 

classroom, the ‘in’ group subjects would have thus acquired separate systems of 

linguistic knowledge at the expense o f integrated ones, which are not generally 

taught in schools as a regular practice. Yet, they were successful examples o f 

this type o f instruction.

Although the study was initially conceived o f as including only subjects 

with experience o f wholly local forms of English, instruction the initial 

assessment o f the pre-questionnaire revealed that there was a small group o f 

students in the three classes who did have some overseas experience. It was, 

therefore, decided that a small group o f 5 subjects, deemed the ‘out’ group, 

would also be used in the study. While the small size o f  the ‘out’ group, both 

in relation to the ‘in’ group, and in general, would make meaningfiil statistical 

comparison to the ‘in’ group virtually impossible, it was decided that the results 

o f the ‘out’ group would be studied to see if  they could show any interesting 

differences in relation to the ‘in’ group results. The purpose o f  the ‘out’ group 

was not to challenge the hypotheses made in correlation to the research
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questions but to provide clearer information about the ‘in’ group through 

comparison across tasks. It should also be mentioned that many o f  the 

assumptions made for the ‘in’ group above probably also hold for the ‘out’ group 

as a whole as their overseas experience was in general quite limited. Likewise, 

S. University students with a high proficiency in English are able to gain 

exemption from the required Freshman English courses by attaining a high 

proficiency rating on the MATE. The mere fact that the ‘out’ group students 

were in the class meant that they probably did not have an English proficiency 

much higher than the ‘in’ group subjects despite their overseas experience.

7.3 Structure/Rule-focused Tasks

The basic concept underlying this set o f tasks is that competence-based systems, 

as envisioned by traditional approaches to language and language learning, are 

seen as formed on the basis o f structural rules (phonological, morphological, and 

syntactic), which allow a speaker to both create and interpret language. The 

purpose o f this set o f tasks was to investigate whether the subjects had a 

sophisticated set o f rules (primarily categorical) pertaining to certain structures in 

English and whether these rules could be accessed when the subjects were 

confronted with linguistic problems in English with and expected to solve them.



It was not assumed that the rules they had were identical to or were formed in

the same way as native speaker norms or that they could use them efficiently,

but it was expected that there would be some evidence that such rules were in

place and available for use in some way as a result o f  the type o f structurally-

focused type o f instruction the subjects had received.

7.3.1 Reading and Listening Grammaticality Tasks 

The first two tasks focused on grammaticality judgm ents in reading and listening

(receptive) modalities. In both tasks, subjects were confronted with linguistic data

in English, in either written or spoken form, and they were expected to make

judgments about the structure o f the utterances.

The reading grammar judgment task followed the format o f the grammar

and structure section o f the paper-based TOEFL exam (ETS, 2007), and

consisted o f  two parts and 40 questions. In the first part, sentences were shown

which had one section missing. Subjects needed to decide from four possible

choices which one would best fit the missing section. The first section consisted

of fifteen questions. In the second section, the subjects were confronted with

sentences which were correct except for one word or phrase which did not fit

the rest o f the structure. Certain parts (usually individual words) o f  each

sentence were underlined and marked with a letter (A-D) which appeared
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underneath. As on the paper-based TOEFL, subjects were required to pick out 

the part which broice a grammar rule and thus violated the grammaticality o f the 

entire sentence. The second section consisted o f 25 questions. There was a total 

o f forty questions and the participants had up to thirty minutes to complete the 

task. The forty questions in the reading grammaticality judgm ent task were 

constructed based on accepted rules o f standard English phrase structure and 

some lexico-morphological rules - for example use o f prepositions or inflection, 

but no knowledge of communicative functions, pragmatics, semantics or 

collocation was necessary for the successful completion o f this task. It was 

assumed that if the subjects could identify the unacceptable element in the 

utterance they were doing so on the basis o f systems o f rules. The results were 

calculated on the basis o f the total number o f correct responses. As mentioned 

above, the control group scored over 95% on this task, thus demonstrating the 

ease o f the task for those with high English proficiency. A low score on this 

task would indicate not only poor knowledge o f rules but possibly also low 

proficiency, depending on the how low the score was. A copy o f  this task can 

be seen in Appendix B.

In the second task, in which listening was the modality being tested,
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subjects were exposed to two similar utterances in a group. One o f the

utterances was acceptable while the other was not. Subjects were then asked to

decide which utterance was grammatically acceptable, again following rules o f

phrase structure and lexical/morphological regularity. They were asked to circle

the letter o f the acceptable utterance on a sheet o f paper. In all there were 20

different sets o f utterances. The utterances were recorded by two native English

speakers, male and female, and each set was read out twice, once by each

speaker. The results were calculated on the basis o f the total number o f correct

responses. In this experiment as well it was assumed that a high performance by

the subjects would indicate the presence o f grammatical rules. The native speaker

control group scored 100% on this task. A copy o f the task can be seen in

Appendix C.

7.3.2 Spoken and Written Sentence Completion 

The next phase o f the study was designed to measure the subjects’ ability to

produce language based on structure/rule-based knowledge. In all three tasks, two

writing and one speaking-focused, subjects were expected to complete a

decontextualized utterance which had been started for them.

The subjects were asked to do two written sentence completion tasks. In

the first there were twenty different questions, each following a different
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structural format based on Rutherford (1998). The sentences were cut at strategic 

clausal or phrasal boundaries. Subjects were required to complete the sentence as 

correctly as possible following rules o f clausal or phrasal structure. Responses 

were awarded points on the basis the accuracy o f the answer, with a maximum 

of two points being awarded for each question. Full pomts were given if the 

response was fully acceptable. One point was awarded to sentences that had 

acceptable phrasal or clausal structure but contained grammatical anomalies, such 

as missing articles or skewed tenses. Zero points were awarded to 

incomprehensible or blank responses. This task can be seen in Appendix D.

The second written sentence completion task consisted o f six question 

sets, worth six points each. For each question set a full base sentence was 

provided. Then, below the base sentence two incomplete sentences with just their 

beginning sequences were provided. Subjects were instructed to create new 

sentences with the same meaning as the base sentence, but in accordance with 

the initial sequence. On this task, subjects were tested to see how they could 

accurately create new sentence types such as questions or passives from active 

sentences or create new sentences with noun or adverbial/adjectival fronting. 

Each o f the responses was awarded a maximum o f three points, provided the
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sentence created was fully acceptable. Two points were awarded for sentences 

that accurately followed larger structural rules but had grammatical anomalies.

One point was awarded to sentences that violated both clausal/phrasal and 

specific grammatical rules but remained comprehensible. Zero points were 

awarded for incomprehensible sentences. This type o f measurement system can 

be traced to suggestions made by both Samson (2001) and James (1998) in

reaction to Chomsky’s (1965) claim that both grammaticality and acceptablity are 

a matter o f degree. This task can be seen in Appendix E.

The spoken sentence completion task was conducted as a kind of 

interview, where subjects were dealt with individually by either the researcher or 

a graduate student as an interviewer. To ensure activation o f English pathways 

in the brain and a shift into English mode (Grosjean, 1982), interviewers were 

to warm the subjects up with a few initial questions and an example o f what 

they were expected to do. For each o f the questions, prompts were given in

vocal form by the interviewer and the subjects were expected to devise an

appropriate continuation of the utterance along similar lines as found in the first 

written sentence completion task but in spoken form. The interviewers, native or 

high proficiency speakers o f English from the Graduate School o f TESOL at S.
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University wrote the subject’s responses down on a report form. To ensure 

accuracy in reporting the responses, interviewers were instructed to record their 

sessions with the subjects and these recordings were later checked by the 

researcher for accuracy. The responses o f the subjects on the spoken sentence 

completion task were assessed using the same two-point scale as was used for 

the first written sentence completion task. This task can be viewed in Appendix 

F.

It should be noted that the native speaker control group scored over 90% 

on all o f these sentence completion tasks and over 95% on the first written 

sentence completion task. Following this, a high score on any o f these tasks 

could be taken to indicate both a high level o f rule knowledge and high 

proficiency. Since these tasks required subjects to complete sentences using rules 

of sentence structure, a failure to do so, as shown through a low numerical 

score would indicate poor rule knowledge.

7.4 Connection-focused Tasks

The basic concept underlying the connection-focused tasks was that integrated 

systems are based on large pieces o f information being connected in and through 

expansive lexical entries and that such lexical entries are also made up o f a
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variety o f different-sized units o f language, from words to whole clauses (Lamb,

2000). Such a system allows language users to produce and interpret messages

from a ready-made form in the lexicon and with appropriate cues for contextual

and functional information. It should also be clear that an integrated model

expects the language user to make simultaneous use o f  different linguistic and

cognitive systems as proposed by McClelland and Rumelhart (1986).

7.4.1 Functional Speaking and Writing Tasks 

The subjects were asked to take three different productive tests. These were

constmcted based on the SMU-MATE, a multimedia-based test o f language

proficiency developed and being currently implemented by Sookmyung W omen’s

University in Seoul, South Korea for a variety o f purposes. Since using an

actual MATE test for this experiment would have been prohibitively expensive,

the standard MATE format was adapted so that the test might be implemented

on a variety o f non-computer-based settings by the researcher, the then MATE

Rating Coordinator and principal architect of the test. The MATE was selected

as the best possible means for eliciting performance on these tasks because o f

its attested validity both in design and in the scale it uses to measure

performance. Additionally, it was both familiar and motivating to the subjects

because they were all required to achieve an acceptable score on the MATE as
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a requirement for graduating from the university. Subjects were asked to do both 

speaking and writing tests on the basis that written and spoken forms might 

show different patterns o f lexis (Combleet & Carter, 2001) and that cohesion in 

texts would reflect lexical connections present only in the extensive entries 

proposed in connectionist models.

Subjects completed the functional writing task both in Korean and in 

English. This was deemed necessary because most Koreans are not exposed to 

formal training in composition, nor given many opportunities to compose in 

secondary school. It was, therefore, necessary to obtain a Korean writing sample 

in order to ensure that performance on the English functional writing task was 

not affected by a general inability to write effectively. As all the subjects were 

adult university students, it was assumed that no such reassurance was needed 

for the functional speaking task and so in this case no similar task was given in 

Korean.

Because the functional speaking task was designed to use an interview 

format and not the multimedia format o f the MATE, certain adaptations to the 

regular MATE design needed to be made. In effect, the functional speaking task 

became a MATE but with the interactional elements o f the ACTFL (American

259



Council on the Teaching o f Foreign Languages) OPI (Oral Proficiency Interview) 

added. In stark contrast to the OPI, the MATE makes heavy use o f visuals and, 

in keeping with the design features o f  the MATE, various visuals were used for 

this task. It can, therefore, be claimed that while the format o f the functional 

speaking task might have varied from the MATE, the design followed the 

MATE quite closely, with a few o f the interactional elements o f  the OPI added 

out o f necessity.

All interviews were conducted by the researcher, who has been trained 

as an OPI interviewer and was then MATE rating coordinator as well as chief 

task developer for the MATE. Subjects signed up for the interview during the 

last class o f the semester. Interviews took twelve to thirty minutes depending on 

the English level o f the subject as determined during the interview process 

according to ACTFL OPI standards (ACTFL, 1999). All interviews were 

conducted in the researcher’s office. They were recorded using a Sony ICD- 

M S5I5 digital voice recorder and subsequently transcribed for analysis.

The individual tasks in the fiinctional speaking task were designed, in 

accordance with the MATE, to elicit responses from the test taker in a wide 

variety o f communicative situations, the sum o f which is intended to allow a
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trained rater to holistically determine the communicative competence o f the test 

taker in relation to a preset scale. Although some o f the individual questions 

varied for each interview, the types o f questions, following elicitation procedures 

o f both the MATE and ACTFL OPI, were the same. Individual questions/tasks 

were created using specific criteria from the rating criteria such as functions and 

content, the former o f which generally followed the order and design o f the 

MATE and the latter following the design o f both tests but also reliant on what 

the test-taker had already mentioned in the interview. Thus, the individual 

interviews may appear on the surface to be somewhat different but they all 

followed the same order and question types in accordance with MATE 

stipulations (Van Vlack, 2002a) for generating a rateable speech sample.

The functional writing tasks were virtually the same as the standard 

MATE except that the subjects completed them on paper. The subjects were 

assigned the Korean writing task as a home assignment. The researcher did not 

want to interfere with class time by having the subjects do a Korean writing 

task in an English language class. It was also felt that the subjects would not 

ask for help or feel the need to cheat on the Korean writing tasks because it 

should have been quite easy for them. The English functional writing task was,
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however, conducted in class to ensure that subjects worked alone and within the 

time constraints (65 minutes) set up for the task. The entire test was composed 

o f five subtasks, each o f which had a clear function according to the MATE 

writing test (Van Vlack, 2002b). Unlike the standard MATE in which directions 

are given only in Korean, directions for the specific tasks on the English 

functional writing task were given in both in English and Korean (See Appendix 

G). This was done to provide the subjects with some English input so that they 

might shift into English mode (Grosjean, 1982). On the test form subjects were 

also given the approximate expected length for the piece o f  writing, the genre o f 

the writing, and the suggested time it should take to complete the each specific 

subtask. All subjects received the same functional writing task and were not 

allowed to use any materials to help with the completion o f the task.

The transcriptions and scripts generated from both the English ftinctional 

writing and speaking tasks were analyzed for several aspects. First, the samples 

were rated by the researcher following the MATE speaking and writing scales. 

(See Appendix H). This was done to establish how effectively the test-taker was 

able to produce spoken or written English across a variety o f  situations. The 

holistic rating on the MATE is designed to reflect the test-takers proficiency and
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as such is a suitable measurement to determine how well the test-taker performs 

as compared with an educated native speaker. These global ratings were 

converted into a number scale for more efficient use in processing the data (See 

Appendix I).

Following the global rating, a lexical analysis was conducted in order to 

measure overall number o f words used as well as how words were used together. 

The first measure taken was the total number o f distinct lexical items used in 

the sample as well as the number o f times each one was used. This initially 

involved the use of the Web Frequency Indexer provided online by Georgetown 

University at http://www.georgetown.edu/faculty/ballc/webtools/web_freqs.html. 

When this site was disbanded, a program called The Scribe, provided free online 

by Sequence Publishing, was used for the same purposes. The results o f the 

word frequency analysis were compared to word frequencies o f native speakers 

o f English taken from Leech et al. (2001). Following the initial analysis, which 

involved rating the sample using the MATE scale, a lexical analysis was done 

to investigate the extent to which two-part collocations and fixed expressions 

were used by each test subject and on each ftinctional test. As argued in Van 

Vlack and Nam (2006) a lack o f such lexical partnerships and larger units
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reflects not only possible problems with fluency and accuracy in producing 

language, but in Korea may also be traced to the input typically received.

Differences according to proficiency level on the speaking and writing test were 

calculated.

The original design o f both the English functional writing and speaking 

tasks called for a further set o f structural analysis o f the language produced. The 

underlying idea behind this analysis was that the more structural complexity the 

test-taker shows, the greater his or her cognitive control over the language 

(Nuttall 1996, Kecskes & Papp 2000). This cognitive control, in connectionist 

models, is seen as reliant on the extent o f lexical knowledge (Lamb, 1999). 

Thus, it was deemed that this type o f analysis would shed ftirther important 

light on the internal lexical connections o f the subjects. Unfortunately the

language produced by the subjects on the functional speaking task reflected very 

little structure beyond the lexical level, so that a structural analysis was not 

conducted on this set o f data. A structural analysis was, however, conducted on

the results o f the functional writing task. Here, the number and length o f

sentences and clauses were calculated, but even this was difficult owing to the 

kind o f language produced.
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In summary, the analysis o f the language produced by the subjects on

the functional speaking and writmg tasks was designed to show how much and

what types o f language they could produce. According to connectionist/cognitive

approaches, language use is centralized around the lexicon and much o f the

analysis here was, therefore, lexical in nature.

7.4.2 Contextualized Reading and Listening Comprehension Tasks

The reading comprehension test that was used in this battery was based on the

reading comprehension test developed by PISA (Programme for International

Student Assessment) for their 2000 study (PISA, 2003). This test was designed

to assess the overall level o f reading literacy o f 15 year old native speakers and

for that reason was seen as being a useful tool in this study. Subjects were

asked to read six texts o f various lengths, different topic areas, and genres and

then respond to a series o f multiple-choice or short-answer questions probing

differing aspects o f literacy. Subjects were given 30 minutes to complete the

task on the basis o f the time it took the native speaker control group to

complete the test. Scores were calculated and interpreted according to the

principles set out in the PISA study (PISA, 2004).

The PISA test was deemed the right tool to use for this part o f the

study because o f it attested efficacy and validity. PISA is an ongoing study
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commissioned by the OECD (Organisation for Economic Co-operation and 

Development) to measure scholastic achievement worldwide. The test used here 

was the reading literacy measurement tool for 2003. This was used because it 

had a different format from the reading comprehension tests the subjects would 

be very familiar with and provided a more balanced assessment o f reading 

literacy. In addition, South Korea took part in the 2003 PISA study and

performed second in the world on the reading literacy measurement (PISA, 2004). 

This shows that despite the unfamiliarity o f the test format, it is still a test

Koreans do well on in their native language. The high performance o f South

Koreans on the test in Korean also demonstrates that Koreans are, in fact,

highly literate. Thus, a poor performance on this test would appear to be 

attributable to language deficits and a lack o f skills transfer (Kecskes & Papp 

2000, Kasper & Rose 2002). Since literacy has been claimed to be reliant on a 

mix o f top-down and bottom-up strategies (Nuttall 1996, Brown 2001), it was 

assumed that poor performance on the contextualized reading comprehension test 

was an indicator o f a lack of ability to integrate and use both systems as 

required. Additionally, the native speaker control group, which took this test 

prior to the subjects, all scored above 95%. A copy o f the reading
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comprehension test is shown in Appendix J.

The listening comprehension test was an adapted version o f the 

experiment carried out by Van Vlack and Kim (2006), where the subjects were 

exposed to a digital recording o f several short, highly contextualized listening 

texts. Each text was read out twice, by different native speakers o f English, one 

female and the other male. In each o f the texts one o f the words, the target 

word, was rendered impossible to hear entirely, owing to the insertion o f 

residual noise, which masked the target word. The subjects were then asked to 

identify the missing word from a field o f four possible choices before moving 

on to the next text. Each o f the twenty listening scenarios, adapted from Van 

Vlack (1999) was short enough (15-25 seconds in duration) for short-term 

memory to handle it easily (Terry, 2001), but was fully contextualized through 

an opening statement of the context and purpose o f the listening, and 

considerable attention was paid to ensuring that there were several strong 

collocational as well as semantic links to the target item. The target words, and 

accordingly the texts themselves, were selected on the basis o f their presence in 

the current list o f words to be taught in middle and high school provided by 

the Korean Ministry o f Education to textbook writers. It was, therefore, assumed
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that the subjects were famihar with the target words through some prior 

exposure. Scores were calculated on the basis o f  the number o f  correct answers 

to each o f  the twenty questions. It was taken to be the case that poor 

performance on the listening test would indicate poorly integrated systems and 

sparse lexical links, because the texts were written specifically so that that the 

listener would be able to determine the target word via lexical links, if such 

links were indeed present. This was demonstrated to be true by the control 

group, which scored 100% on this test. A copy o f the listening comprehension 

test is shown in Appendix K.

7.5 Lexicon-focused Tasks

In order to round off the data-collection programme and try to glean more

specific information about the quantity and types o f  links in the mental lexicons

o f the subjects, two further tasks were administered. Both C-tests and word

association tests have a rather long history and have been widely used for such

purposes as are proposed here (see Singleton, 1999 pp. 197-210 for a description

of their design as well as a justification for using them). Accordingly, they were

deemed as useful tools in this research.

7.5.1 C-Test

The C-test is a reduced redundancy test designed by Klein-Braley and Raatz in
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the early 1980s. The test is an adaptation o f a standard cloze test in which

certain words are left blank to be filled in by the test-taker. In a C-test, after

the first sentence, which is left fully intact, the latter half of every second word 

is left blank to be filled in by the test-taker (Raatz & Klein-Braley, n.d.). It is

claimed by Raatz (1985) to be an improvement over the standard cloze test as

well as to be a useful and valid tool for measuring general proficiency (Klem- 

Braley & Raatz, 1984). Following guidelines set out in Raatz and Klein-Braley

(n.d.) the C-test used here consisted o f four short texts taken from the website

Time for Kids (http://www.timeforkids.com/TFK/news). Taking the texts from a

children’s website met the required criteria o f both ease and authenticity. In

accordance with the rule of two (Klein-Braley & Raatz, 1984), the second half

o f the second word in each text was deleted starting in the second sentence of

each o f the texts. In addition, owing to the lack o f familiarity with this kmd of 

test, one short text was administered as a warm up text to familiarize subjects 

with the procedure o f the test, thus ensuring best possible performance. The total 

assessable blanks on the C-test amounted to 129, well over the required 100

blanks suggested by Klein-Braley and Raatz (n.d.). Additionally, before the C-test 

was given to the subjects it was administered to a small group o f native and
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near native English speakers residing in South Korea, each o f whom completed 

the test well in advance o f the time to be given the experimental subjects (25 

minutes) and with a perfect score. Based on these preparations the C-test used 

here was determined to be valid.

The C-test was given only in English with initial instructions provided 

both in English and Korean (See Appendix L). Each o f the texts for the C-test 

varied in topic, but the genre was the same (news story) and the level of 

difficulty was also presumed to be roughly similar because all the texts came 

from the same website designed for children. The subjects were instructed to 

read the texts and fill in the blanks as best they could. Scores were calculated 

on the basis o f the number of correct answers averaged across the total number 

o f blanks.

7.5.2 Word Association Tests, Speaking and Writing 

The word association tests were administered on four different occasions

following a differing set o f variables based on language and mode. There were

two spoken (Korean and English) and two written (Korean and English) tests

(See Appendix M). Each word association test was designed using twenty

stimulus words or expressions. In the two written word association tests, the

stimulus words/expressions were first given in Korean or English to the left o f  a
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blank space. Each stimulus word and blank was repeated four times. Subjects 

were given forty-five seconds to write down their responses in four blank spaces 

to the right o f each stimulus word, making a total o f fifteen minutes for each of 

the written word association tests. The two written word association tests were 

given two weeks apart to make sure the results o f one did not effect the other.

The Korean word association tests were conducted entirely by Korean

speakers speaking only Korean and the English word association test was 

conducted, as much as possible, by non-Korean-looking English speakers to try

to lessen the interplay o f the two languages on the test. It had been noticed by 

the researcher on other occasions that Korean subjects taking such tests would 

purposely try to include English items for Korean stimuli if  Caucasians or other 

people identified as English speakers were present. There also was at least a

one-week interval between the administering o f each o f the word association 

tests so that the experience might remain fresh each time.

The spoken word association test was handled like a short interview,

where the subjects were given the stimulus words or expressions by a Korean 

speaker or a non-Korean-looking English speaker depending on the focal 

language o f  the test. The responses o f the subjects were recorded and transcribed
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for analysis. All the items selected for the English tests were crosschecked for a 

set o f native speaker associations through the online Word Association Thesaurus, 

also known as EAT, located at http://monkey.cis.rl.ac.uk/EAT/htdocs/eat.html and 

for semantic relations and senses through the WordNet database operated by 

Princeton University found at http://www.cogsci.princeton.edu/~wn/. Through these 

two websites, which offer databases o f English native speaker associations, 

differences between the subjects and native speaker norms could be noted.

The main purpose in carrying out the word association tests was to see 

how the subjects reacted to certain stimulus words. On the hypothesis that such 

reactions are automatic, the stimulus words should have triggered reactions that 

coincided with the structure o f the connections in the mental lexicon. Thus, 

through these tests, the types and quantity o f connections in and across the 

lexicons o f the subjects could be analyzed. Subjects were asked to take the word 

association tests in different modalities and different languages so that any 

differences could be noticed, analyzed, and correlated. It should be noted that 

the two spoken word association tests followed the ‘continuous association’ 

approach described in Singleton (1999) in which the subjects are allowed by the 

free structure o f the test to build associations in a marmer checked only by time.

272



On the spoken tests, the stimulus word or expression was given only once and 

the test-taker made as many associations as possible within the time limit. 

Criticism o f the ‘continuous association’ technique has been advanced by Wolter 

(2002), who points out that subjects often form chains o f associations which 

expand out from the stimulus but are only associated with it through 

intermediate associations. According to Wolter, this makes a valid assessment o f 

the data difficult. While results o f this type are not necessarily a problem and in 

fact are welcomed for this study, it was decided to follow Wolter’s suggestions 

for the written word association tests and repeat the stimulus word. The fact that 

Wolter’s study was with Japanese learners o f English, who have a similar 

education system as Koreans, and that the present researcher observed chain 

association effects in his Korean learners while piloting word association tests in 

preparation for the study, made the decision to use Wolter’s technique more 

compelling. In order to try to ensure that respondents were producing primary 

associations on the written tests, the stimulus item was written four times 

followed by a blank space where respondents could write in their associations. 

The number of associations was set at four in contrast to Wolter’s three in the 

belief that four would push the respondents more and provide the researcher



with more data to analyze. On the basis o f the differences in the test design 

between the spoken and written word association tests, it was expected that the 

two would provide different types o f association patterns which would allow for 

a better understanding o f the configuration o f the lexicons o f the subjects. It was 

further expected that there were be differences in the number and type of 

connections shown in the Korean word association tests as opposed to the 

English one as well as in the types o f connections. Simply, it was expected that 

the Korean subjects would show few responses to the stimulus words and these 

responses would also differ in type, such as type o f  association, from those o f 

native speakers. This is based on Wolter’s (2002) uncontroversial expectation that 

a word association test would be able to give some indication o f L2 proficiency 

based on basis o f the belief that, “we would expect learners o f  higher 

proficiency to have more developed semantic networks in the L2 mental lexicon”, 

(p. 316).

It is acknowledged that word association tests, although they have been 

used extensively since the beginning o f the twentieth century, have generated a 

large body o f  criticism. It is, however, the simple fact that they have been so 

widely used which lends them credibility and validity (Singleton, 1999). There is
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a long tradition of using word association tests in many different areas o f 

research; from psychology (Davids 1956, Dunn et al. 1958, Bahar & Hansell 

2000), to cognitive development (Milgram & Goodglass 1961, Gerow 1977), 

clinical studies (Svetina et al. 1999, Mayne & Smith 2001, Lancioni et al. 2003), 

education research (Bahar et al., 1999) and language learning (Schmitt 1998, 

Joannopoulou 2000, Greidanus & Neinhuis 2001). Such a list shows that, while 

problematic, word association tests are far too commonly and widely used to be 

ignored, particularly if carefully constructed and assessed (Wolter, 2002).

Because the number of the items for each test was relatively small 

compared to some word association tests (Singleton, 1999 and Secord, 1953 for 

example), each o f the items was very carefully chosen on the basis o f a 

particular set of criteria and overall test design. First a number o f similar word 

association tests were examined and the items were labelled according to their 

respective word category, when possible, and arranged in an item bank (see 

Appendix N). It was from this item bank that the items for the word 

associations test, for the most part, were generated. Below is a list o f all the 

different types o f items included and the number and percentage o f each for 

each of the word association tests created.
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Table 7.2 -  Categories of Items Used for Word Association Tests

Nouns 10 (50%)

Verbs 4 (20%)

Adjectives 2 (10%)

Adverbs 1 (5%)

Prepositions 1 (5%)

Noun Markers 1 (5%)

Complementizers 1 (5%)

Items selected for the tests were chosen on the basis o f  previous word 

association tests as well as for the types and extent o f the associations they 

were expected to generate. The particular percentages o f use on the tests were 

based on the semantic richness o f the category in question with semantically 

richer categories talcing up more slots on the test. Nouns are assumed to be 

semantically richer than verbs while noun markers and complementizers are seen 

as being semantically void (Nation, 2001). The percentages also correlate with 

the percentages according to word category o f  the total items in the word bank. 

The vast majority o f the tests examined focused either exclusively on nouns or 

were very noun heavy and it was determined, accordingly, that nouns would be 

the major category used in these word association tests. Verbs followed as the 

most used category, followed by adjectives and lastly by all other categories. 

Adjectives were included mostly on the basis o f their association with nouns.
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None o f the previous tests examined, however, included any functional 

categories or prepositions, but for the purposes o f this study a small number o f 

functional categories (noun markers and complementizers/W h-NPs) were included 

in addition to prepositions, which are often claimed to straddle the line between 

function and lexical categories because they have little or no semantic meaning 

yet follow many of the criteria linguists have set for marking lexical categories 

(Radford 1988, Cook and Newson 2007) in addition to showing patterns of 

collocation (Flower, 1993). Functional categories were included because o f their 

lack o f semantic features and their primary syntactic role as complex phrasal or 

clausal heads. It was assumed that such items would foster syntactic as opposed 

to semantic links and thus prove to be valuable for this study insofar as they 

might provide some information on the syntactic association present in the 

subjects’ mental lexicons. The functional and prepositional items for the list were 

derived from different grammatical studies (Jackson 2002, Lindstromberg 1998, 

Cook & Newson 1996).

Lexical items were taken from different published word association 

studies. Starting with the category o f adverb, these were chosen from the item 

bank, when possible on the basis o f their frequency as reported in Piers and
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Kirchner (1971) or they came from the general list compiled by Brown and 

Berko (1960). Following suggestions by Saffran et al. (2003) concrete nouns 

were divided along two planes; that of animacy and manipulability. Otherwise, 

different lexical categories (with the exception of prepositions) were all 

represented equally.

7.6 Questionnaires for Meta-cognition/Cultural Awareness

Two questionnaires were given to the subjects at opposite ends of the data- 

collection period. Each of them had a different focus. The first questionnaire 

was used to gather background information regarding the English learning history, 

so that a uniform pool of subjects could be gathered from the larger pool of 

students. The second questionnaire was given at the end of the data-collection 

period and was used to gather more specific information about attitudes and 

experience in learning English.

The design and content of both questiormaires was adapted from one 

used by Intsitutionen for pedagogik och didaktik at the University o f Gothenburg 

(http://www.skolverket.Se/content/l/c4/21/19/student_background.pdf). Measures 

were taken in the design and implementation of the surveys to try to generate 

best possible performance. The individual questions were designed in such a way
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that the participants would not have to write very much. A variety o f sample 

answers were included on foot o f several pilot studies conducted to verify the 

value o f both questionnaires with a variety o f different level students. The 

writing element on both questionnaires was limited because the researcher in 

previous attempts to gather information via questiormaires with similar types o f 

students under similar conditions found that the subjects simply ignored open- 

ended questions, which required writing above the clausal level. The students 

involved in the study were also assured prior to receiving the questionnaire 

sheets that the answers on the questionnaires would not have any affect on their 

course grade. This was done to try to generate the highest level o f honesty 

possible. For the first questionnaire the questions were written in both English 

and Korean to ensure rapid and complete comprehension. Korean was not 

included in the post-questionnaire because o f the nature o f  the course in which 

the study was conducted. The researcher wanted the students to feel they were 

making progress in English and did not need to use Korean to help them. 

Nevertheless, native Korean speaking assistants were at hand during the 

distribution and collection o f the post-questionnaire to answer any questions the 

subjects might have had.
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The pre-questionnaire (see Appendix O) consisted o f fifteen questions and 

was designed to glean information about the basic background of the subject as 

regards the English language. There were three basic question types with 

questions of the short answer type being the most common. There were also 

yes/no questions and some which required possible further explanation. Subjects 

were told they could answer questions in either English or Korean. The main 

purpose of the pre-questionnaire was to separate out any students who had lived 

or studied outside of Korea and eliminate those who might have had any highly 

idiosyncratic elements in their learning history, such as early exposure or very 

high proficiency. Through the analysis of the pre-questionnaire two groups of 

subjects, an ‘in’ group and an ‘out’ group, were created on the basis o f self- 

reported English learning history.

The post-questionnaire (see Appendix P) consisted of twenty-four 

questions and was designed to provide information about the subjects’ affect 

regarding English as well some specific elements of their learning history. 

Respondents were asked to scale responses to certain questions as well as order 

and identify certain option among a pool o f possible answers. It should be noted 

that the scale shifted, with the highest number 9 sometime indicating the most
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positive and sometimes the least positive response. This was done in an 

attempted to get the subjects to read the questions more carefully and think 

about them more before responding. The subjects’ attention was drawn to this 

shift in number value immediately after the questionnaires were distributed.

The information gleaned from the post-questionnaire was intended to 

provide underlying support for and explanation regarding the findings o f the tests 

within the study. It was expected, for example, on the basis o f the type o f 

instruction they were receiving, that the subjects would report a highly structural 

bias in their English learning history as well as a fear o f English. Additionally, 

their perceptions o f English would be that is was greatly different from Korean 

both socially and structurally.

7.7 Concluding Summary

In this chapter the design and intent of the battery o f tasks used to glean 

information about the subjects’ systems regarding English was discussed. The 

seventeen different tasks were designed according to, and with the intent o f 

showing systematic knowledge related to, the different theories introduced in the 

first part o f this thesis. Taken together, the purpose o f the tasks, is to reveal a 

fairly complete picture o f English as it is known and used by the subjects, by
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which assessments o f models o f language and language learning might be made. 

In order to shed further light on the hypotheses generated, a further ‘out’ group 

was established, which had a somewhat different English learning history than 

those o f the majority ‘in’ group. While the ‘in’ group was characterized by an 

in-Korea English learning history, the ‘out’ group had some experience o f 

English language study/use overseas, and primarily in Anglophone countries.

The seventeen tasks o f the battery were divided into four different main 

types, reflecting their purpose and design. Each task was designed to be able to 

shed light on performance on the other tasks in the series. In this way a 

comprehensive overview o f the subjects’ knowledge o f  English could be 

generated. It is to the generation o f this overview that we now turn in the next 

chapter.
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Chapter 8; Results and Discussion 

8.1 Overview o f the Chapter

This chapter consists o f two main sections. First, the results o f the various data 

collected m the study are presented in a neutral way. Following that, the results 

are then discussed in relation to the three research questions introduced in the 

previous chapter.

The results of the tests are dealt with and presented in several ways. 

First and foremost, two different groups, an ‘in’ group and an ‘out’ group, were 

created on the basis o f English language learning experience as reported in the 

pre-questionnaire. ‘In’ group subjects report learning English in South Korea 

alone while ‘out’ group subjects report overseas experience with English as 

being a dominant learning factor. While the numbers in each group are vastly 

different (40 subjects in the ‘in’ group and 5 in the ‘out’ group), which renders 

a truly meaningful statistical analysis between the groups difficult, it was deemed 

useful to make the split. The results o f the ‘out’ subjects seemed, at first glance 

to be sufficiently different from those o f the ‘in’ group to skew the overall 

results if  not culled out. The differing results o f the ‘out’ group were also 

interesting enough to deal with separately, at least as a simple point of 

comparison. Differences between the groups were considered as potential points
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o f interest rather than statistically meaningful. The results o f  the questionnaires, 

and particularly the post-questionnaire, were analysed to provide information 

about the subjects and how teaching/learning practices may have led to the other 

results obtained in the study. Next, the results o f the rule-focused and 

connection-focused tasks were compared for any meaningful differences. The 

lexicon-focused tasks were analysed to assess the strength and types o f lexical 

connections in order to offer some explanation for the results o f the first two 

types o f data-gathering exercises.

8.2 Questionnaires

O f all the measures used with the subjects, only the pre-questionnaire and the 

Korean functional writing test failed to generate a 100% response rate. For the 

pre-questionnaire this was deemed relatively unproblematic as the overall purpose 

o f the pre-questionnaire was to determine basic background o f the students and 

many o f the more substantive questions were repeated on the post-questionnaire. 

A total o f nine subjects failed to respond to the pre-questionnaire, eight in the 

‘in’ group and one in the ‘out’ group. This is because the pre-questionnaire was 

given at the very beginning o f the data-collection period, the beginning o f the 

semester, and not all participants had yet joined the study. This represents an
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80% percent response rate for both the ‘in’ and ‘out’ groups. It should also be

noted that the overall response rate on the pre-questionnaire was somewhat

erratic. Subjects did not answer all the questions, possibly because they were

unfamiliar with taking surveys or were unfamiliar with the new class situation.

Interestingly, this was not a problem on the post-questionnaire, which had a one-

hundred percent response rate in terms o f both the number of those who

completed the forms and the questions answered.

8.2.1 Pre-questionnaire 

The pre-questionnaire, given in September, at the very beginning o f the data-

collection period consisted o f fifteen questions divided into three different content

areas. The first of these relates to basic study history (questions 7, 8, 9, 10), the

second to linguistic perceptions (questions 11, 12, 13, 14), and the third to

feelings about English (question 15).

Overall, the results o f the pre-questionnaire regarding basic study history

o f the subjects showed some surprising similarities and differences between the

‘in ’ and ‘out’ groups. Students in the ‘in’ group reported studying English for

between 3 and 14 years with a mean o f 7.73 years. These results are interesting

in light o f the fact that there were in principle at least 6 years o f compulsory

English in Korean schools for all the subjects. The ‘out’ group reported a mean

285



of eight years o f English study. The ‘in’ group reported starting English at the 

mean age o f 12.8 while the ‘out’ group started English on average at the age of 

14.25. The ‘out’ group reported living overseas for a rather short period of 

roughly 8 months on average, except for one subject who lived in Indonesia for 

6 years. Likewise, all respondents in the ‘out’ group, with the exception o f the 

subject who lived in Indonesia reported using English for general purposes in 

addition to study purposes more than 50% of the time. The subject who lived in 

Indonesia reported using English only for study purposes, similarly to the 

subjects o f the ‘in’ group. For the ‘in’ group 40% of the respondents indicated 

they had travelled abroad. O f those, 25% had travelled for more than one month, 

predominantly to various East Asian countries. Furthermore, they reported little 

English use during their travels (roughly 20% o f the time). Regarding studying 

at language institutes, 75% o f the ‘in’ group subjects and 100% o f the ‘out’ 

group reported studying English at language institutes, but the mean length o f 

study was less than 6 months for the ‘in’ group and just slightly more than six 

months for the ‘out’ group. Surprisingly, most subjects did not report what they 

did at such institutes. On the basis o f these results it seems that both the ‘in ’ 

group subjects and ‘out’ group subjects have had limited real-world experience



with Enghsh although the ‘out’ group members assign importance to the fact 

that they have studied abroad. The foregoing is summarized in Table 8.1 below.

Table 8.1 Basic Study History

Group ‘In’ group ‘O ut’ group

Length o f  time spent studying 

English (mean)
7.73 years 8 years

Starting age o f  studying 

Enghsh (mean)
12.8 years old 14.25 years old

Mean length o f  overseas stay None

8 months 

(Exception: Indonesian subject 

- 6 years)

Experience o f  travelling abroad

40%  (25% o f  them stayed 

abroad for more than one 

month)

100%

Experience o f  studying at 

language institutes
75% 100%

Mean length o f  time spent 

studying at language institutes
Less than 6 months More than 6 months

As for language ability, using the MATE scale, the ‘in’ group self-report 

their overall proficiency at a mean of Moderate Emerging or 3.12 out o f a 

possible 18. These numbers reflect the conversion scale for the MATE discussed 

above and shown in Appendix H. The ‘out’ group self-reported a higher 7.5 or 

Moderate High. Seventy-seven percent o f the ‘in’ group subjects reported reading 

as their best skill among six possible choices and the skills o f writing, listening, 

and grammar were chosen by only 7% each as their best skill in English. In the 

‘out’ group 75% chose listening as their best skill in English. As for additional



foreign languages, 50% of both groups indicated that they were studying a third 

language (50% Asian languages and 50% European languages) but all reported 

their proficiency in this language as Rudimentary, the lowest possible level on 

the MATE scale. The results o f the pre-questionnaire related to language

proficiency show that the subjects in the ‘in’ group gave themselves overall 

quite a low rating both in English and whatever third language they reported

studying. The ‘out’ group gave themselves a higher rating for proficiency and 

seemed to think listening was their best skill, in contrast to the ‘in’ group who

though they were best at reading. Yet both groups seemed to feel little

confidence in a third language. This is shown in Table 8.2 below.

Table 8.2 Language Ability
Group ‘In’ group ‘Out’ group

Self-evaluated proficiency 

(mean)

Moderate Emerging 

3.12/18

Moderate High 

7.5/18

Skill in English in which most 

confidence is expressed (o f  6 

categories)

77% - Reading 

7% - Writing, listening, 

grammar

75% - Listening

Experience o f  studying third 

language

50%

(50% Asian language & 50% European language)

Proficiency in the third 

language
Rudimentary

When asked how they felt about English (“Is English your friend or 

enemy?”), 75% o f the ‘in’ group respondents indicated that English was their
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friend and 25% designated English as an enemy. This contrasts with 100% of 

the ‘out’ group respondents claiming English as a friend.

Table 8.3 Attitude Toward English
Group ‘In’ group ‘O ut’ group

Positive attitude (friend) 75% 100%

N egative attitude (enem y) 25% 0%

8.2.2 Post-questionnaire 

The post-questionnaire was given in December at the very end o f the data-

collection period and showed a 100% response rate. It consisted o f twenty-four

questions, which can be broken down into four main content areas. These were

English learning history (questions 6, 7, 14, 18), feelings about English

(questions 8, 9, 10, 11, 12, 21), English language use (questions 5, 15, 16, 20,

22, 23, 24), and questions about language learning in general (questions 13, 17,

19). Some o f the same questions found in the pre-questionnaire were repeated on

the post-questionnaire in different forms. This was done as a way o f testing the

perceptions o f the subjects to show their level o f resilience.

The post-questionnaire asked more specific questions about the subjects’

English learning history. In response to the question o f what their best skill area

was, 62.5% o f the ‘in’ group nominated reading, followed by a 17.5% response

for listening and a 10% response each for speaking and writing. Seventy-five
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percent of the ‘out’ group also chose reading as their best skill in English, quite 

different results emerging from the pre-questionnaire. With regard to the question 

concerning where they had learned English, the most common answer among the 

‘in’ group was (55%) regular school. This was followed by hagwons or language 

institutes (35%), and private at home instruction (10%). The most typical 

answers in addition after three were more passive types o f exposure such as 

watching movies or surfing the Internet. The results for the ‘out’ group were 

different and quite varied, with no two subjects answering in the same way. 

When asked what kinds of things their teacher focused on the ‘in’ group 

responses were a bit diverse. Thirty-eight percent claimed vocabulary as the main 

focus; 30% said the main focus was speaking; 23% claimed grammar as the 

main focus; and only 8% thought the main focus of their English instruction 

was listening. Areas of secondary focus generally include one of these four areas. 

Results from the ‘out’ group to this same question produced somewhat different 

and varied results. Forty percent of ‘out’ group respondents claimed listening as 

the main focus. With regard to responses to a question requesting assessment of 

their level of vocabulary on a nine-point scale with 9 being the highest possible 

score, the ‘in’ group mean was 3.4, somewhere between low and average; the
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mean for the ‘out’ group was 5.4 or slightly above average. These results are 

summarized in Table 8.4 below.

Table 8.4 English Learning History

Group ‘In’ group ‘Out’ group

Skill in English in w hich most 

confidence is expressed (ot 4 

categories)

Reading 62.5%

Reading - 75%
Listening 17.5%

Speaking 10%

Writing 10%

Place o f  English education

Regular school - 55% 

Language Institute - 35%  

Private Instruction - 10%

Very diverse

Language skill reported as 

focus o f  teaching

Vocabulary 38%

Listening - 40%>
Speaking 30%

Grammar 23%

Listening 8%

Self-reported proficiency in 

vocabulary
3.4/9 5.4/9

Questions about the subjects’ feelmgs toward English were first probed 

by having them indicate their feelings on a nine-point scale (questions 8-11). In 

response to the general question o f how they feel toward the English language, 

the ‘in ’ group mean was 6.2 out o f a possible 9, meaning in general that they 

have positive feelings towards English. The mean for the ‘out’ group was 

slightly higher at 7.6. In relation to a question regarding the perceived difficulty 

o f learning English, the ‘in’ group response was 3.1 or difficult, whereas the 

‘out’ group’s mean was 4.4 or not particularly difficult. In response to how they
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feel about English language culture the ‘in’ group’s mean was 6.4, indicating 

mildly positive feelings, while the ‘out’ group’s mean was 7.4, indicating that 

they like it. When asked how similar English language culture and Korean 

culture might be, the ‘in ’ group responded with not particularly different or 4.1, 

while the ‘out’ group felt they were different with a mean score o f 3. When 

asked why they wanted to learn English, the answers among the ‘in’ group 

varied. When these results were analysed from the point o f view o f intrinsic and 

extrinsic motivation, a simple pattern emerges. Eighty-five percent o f the ‘in’ 

group indicated they were learning English for extrinsic or instrumental reasons, 

the most cited being ‘to get a better jo b ’. Only 15% o f the responses were 

intrinsic in nature, the most common being ‘because I like it’. The results o f  the 

‘out’ group were different in that 80% of them indicated a strong intrinsic 

motivation to learn English. Finally, when asked which English speaking country 

they would most like to live in, both groups had similar responses. Fifty-five 

percent o f the ‘in’ group and 60% of the ‘out’ group responded the USA. 

Roughly 20% o f the respondents in both groups chose Canada and the UK as 

the place they would most like to live. No outer circle countries, such as India 

or Singapore, were chosen, but one subject from the ‘in’ group surprisingly
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picked Germany. These findings are summarized in Table 8.5 below.

Table 8.5 Feeling Toward English

Group ‘In’ group ‘O ut’ group

Positive feeling toward English 6.2/9 (m ildly positive) 7.6/9 (positive)

Perception o f  the degree o f  

difficulty
3.1/9 (difficult)

4 .4/9 (N ot particularly 

difficult)

Positive feeling toward English 

language culture
6,4/9 7.4/9

Perception o f  the degree o f  

similarity between English and 

Korean language

Not particularly d ifferent-4 .1/9 D ifferent-3/9

M otivation

Extrinsic or 

Instrumental 

reason

85%
80% Intrinsic

Intrinsic 15%

English speaking country 

preferred as place o f  residence

55% - U SA  

20% - Canada and UK

60% - U SA  

20% - Canada and UK

In relation to English language use outside the classroom, on a nine- 

point scale the mean o f the ‘in’ group was 2.9, or rarely. The mean for the 

‘out’ group was 3.8, indicating sometimes. In relation to the question o f  whether 

translation from Korean was used as a way o f producing (speaking or writing) 

or understanding (reading or listening) English, results between the two groups 

varied. In relation to producing English, 53% o f the ‘in’ group said they used 

translation. The reasons cited were along the lines o f  “it’s easier” or “ it’s my 

habit”. In contrast, only one person from the ‘out’ group said she translated 

from Korean into English when “writing her E journal,” which may be a school
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project. Results for the ‘in’ group relating to translation in receptive situations 

were slightly different, with 45% o f the subjects claiming they translate. For the 

‘out’ group the same individual as mentioned earlier claimed she translated on 

“special occasions.” When asked what they normally do with English, both 

groups produced similar pattern o f responses. Seventy-five percent o f  the ‘in’ 

group indicated that they used English predominantly for reading (45%) and 

listening (30%). This was similar to the ‘out’ group, in which 80% reported 

using English for reception. Interestingly, 13% of ‘in’ group respondents claimed 

to use English for nothing despite the fact that they were university students 

enrolled in an English class. When asked how useful they thought English was 

in Korea, the ‘in’ group’s means score on a nine-point scale was 2.7 or ‘quite 

useful’. The mean score for the ‘out’ group was slightly more positive at 2.2 

indicating a feeling o f ‘very useful’. When asked how they come into contact 

with English nowadays, the groups varied in their responses. Sixty percent o f the 

‘in’ group gave ‘in a classroom’ as their main answer while none o f the ‘out’ 

group respondents chose this, although they were also taking at least one English 

class at the time. The second most chosen response among the ‘in’ group was 

watching movies (15%). The most popular response among the ‘out’ group
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related to reading various types o f materials (80%) and the second most popular 

was ‘watching foreign TV shows’ (20%>). Finally, when asked if they planned on 

contmuing to learn English, in accordance with strong views on the importance 

o f English on Korea, subjects in both groups indicated that they definitely would 

continue to study English, although the response o f the ‘out’ group was slightly 

more positive than that o f the ‘in’ group with the most positive score possible 

of 1.0 (out) and 1.5 (in). This is shown in Table 8.6 below.

Table 8.6 English Use (Out o f Classroom)

Group ‘In’ group ‘O ut’ group

Language use out o f  classroom Rarely- 2.9/9 Som etim es- 3 .8 /9

Translation as method o f  

language production or 

reception

Production 53%
20%

Reception 45%

Areas o f  English use

75% - Receptive 

Reading (45% ), 

Listening (30%) 

13% - nothing

80% - Receptive  

Reading (40% ) 

Listening (40%>) 

20% - Speaking

U sefulness o f  English in Korea Quite useful - 2.7/9 Very useful - 2 .2 /9

Contact with English
In classroom - 60%  

Watching m ovies - 15%

Various reading - 80%  

W atching TV show s - 20%

Continuity in studying English D efinitely - 1.5 D efinitely - 1.0

In order to glean some basic information on the subject’s beliefs about 

certain aspects o f the additional language learning process, three questions 

focused on this topic in the post-questionnaire. Subjects were first asked the best 

way to learn a language. Fifty-five percent o f  the ‘in’ group responded
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‘practising the language in context’ was the best way while 100% o f the ‘out’ 

group chose this option. The second most popular main response chosen by the 

‘in’ group was ‘memorizing vocabulary items’. Secondary responses to this 

question for the ‘in’ group varied quite a bit, with ‘memorizing grammar rules’ 

showing a significantly lower rate than the other responses, which were all 

relatively even. Secondary responses for the ‘out’ group were ‘memorizing 

dialogues’ (60%) and ‘memorizing vocabulary items’ (40%). When asked what 

skill area one should focus on when learning a foreign language, both the ‘in 

and ‘out’ groups chose listening as the most important skill (73% and 75% 

respectively), followed by speaking and, in the case o f the ‘in’ group, 

vocabulary. Finally, when asked which skill area was the most difficult to 

master, members o f the ‘in’ group overwhelmingly chose speaking with 53%, 

followed by listening (27%) and writing (15%). Thus, productive skills made up 

68% of responses to this question elicited from the ‘in’ group. The ‘out’ group 

chose a productive skill (80%) and the only difficult receptive skill area chosen 

was reading. Thus, the ‘out’ group indicated little trouble with listening. These 

results are summarized in Table 8.7 below.

Table 8.7 Additional language learning process
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‘In’ group ‘O ut’ group

Best perceived way to learn 

English

Practising 

language in 

context

55%

Practising 

language in 

context

100%

M emorizing

vocabulary

items

30%

M em orizing

vocabulary

items

40%

M em orizing  

grammar rules
15%

M em orizing

dialogues
60%

M ost important perceived skill 

in language acquisition
Listening - 73% Listening - 75%

Perceived most difficult skill 

to master

Productive skills - 68%  

(Speaking - 53%, 

Writing - 15%) 

Listening - 27%

Productive skills - 80%

8.2.3 Summary o f the Results 

In summary, the results o f the questionnaires, and the post-questionnaire in

particular, show some interesting similarities and differences between the ‘in ’

group and ‘out’ group. Most strikingly, both groups reveal an overall lack o f

awareness and even contradictions in their responses to questions regarding

English language learning history and even their feelings toward English.

Answers were given, as shown in Tables 8.1 and 8.4, which could not possibly

reflect the reality o f their situations. The members o f the ‘out’ group also appear

to confused as to which skill they perform best, having changed their responses

to the same question from listening on the pre-questionnaire to reading on the

post-questiormaire. This overall confusion regarding their learning history came as
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a surprise as English is the most important subject in school starting in the sixth 

grade. That they have seemingly not developed an effective awareness o f this 

personal type o f information regarding English, may reveal other weaknesses in 

their systems related to English.

That they were confused by the societal situation and revealed 

contradictions in English language learning and use, as shown in Tables 8.5 and 

8.6, however, was expected. Both groups did reveal the strong structural base in 

their learning histories that was hypothesized and while they claimed that 

productive skills are important, they also felt they are the most difficult and

don’t often practice them. The ‘out’ group overall showed some interesting 

differences from the ‘in ’ group mostly in their feelings toward English, and this 

is telling, but it is hard to determine if these feelings have an impact on overall 

language proficiency as their learning histories, with the exception o f  the one 

subject who lived in Indonesia, are not very different.

Overall what we find from the results o f the two questiormaires is an 

indication o f  a lack o f  awareness o f internal and external situations regarding

English on the part o f  the subjects. Following cognitive models o f language,

where information is seen as being encoded in context and is connected to
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contextual variables, which may be necessary for use (Lamb, 1999), this lack o f 

awareness may reveal greater internal weaknesses o f a systematic nature.

8.3 Rule-focused Tasks

There were five different rule-focused tasks broken into two different main types. 

In the first type o f task, subjects were asked to complete a sentence begun for 

them either in written form on their own or in spoken form with an interviewer. 

In the second type, subjects were asked to provide grammar judgments on 

sentences presented to them either in written or aural form. In this way all four 

major skill areas were covered. Overall the results show a high degree o f 

similarity between the five different experiments for both the ‘in’ and ‘out’ 

groups. The results from each group are, however, quite different, with the ‘in’ 

group having a total mean score for all the rule-focused tasks o f 53% and the 

‘out’ group having a mean o f 65%. Overall results for the ‘in’ and ‘out’ groups 

on the rule focused tasks are shown in Figures 8.1 and 8.2 below. The last bar 

in each figure (numbers 41 and 6 for the ‘in’ and ‘out’ groups respectively has 

been included to show the overall mean.

Figure 8.1 Statistical Means for Rule-focused Tasks ( ‘in’ group)
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Figure 8.2 Statistical Means for Rule-focused Tasks (‘Out’ group)
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The mean scores on the different tasks in the series o f rule-focussed

tasks for the ‘in’ group showed a certain amount of fluctuation. In general ‘in’

group students performed better on the grammaticality judgment tasks than the

sentence completion tasks. This was not the case with the ‘out’ group subjects,

who showed a higher degree of similarity across the different tasks. This is

300



shown in Figures 8.3 and 8.4 below.

Figure 8.3 Comparison o f  Mean Scores on Rule-focused Tasks (‘In’ Group)

Comparison Of Rule-focused Tasks ('In’ Group)

58%

2; 50%

48%

44%

^ C o m p le te  th e  Sentence-W riting 1

■  Complete th e  Sentence-W riting 2 

Complete th e  Sentence-Speaking 

Grammaticality Judgments-Reading
■  Grammaticality Judgm ents-Listening 

8  Total Mean

Task

Figure 8.4 Comparison o f Mean Scores on Rule-focused Tasks ( ‘Out’ Group)
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Separate standard deviation tests were run on each o f the rule-focused 

tasks for both the ‘in’ and ‘out’ groups using Microsoft Excel software. Since 

there were, however, only five subjects in the ‘out’ group, the results o f the 

‘out’ group deviations are not particularly meaningful and will not be discussed 

here. The mean standard deviation for the five tasks in the rule-focused chain o f 

experiments was 0.13023, which shows a relatively high rate o f variability. This 

is shown is Figure 8.5 below. A standard deviation test was also run for each 

o f the ‘in’ group subjects across the different rule-focused tasks. This is shown 

in Figure 8.6 below. The mean scores o f each o f the rule-focused tasks was 

also tested for standard deviation and this came out to be 0.033116, a quite low 

rate o f variability. This is shown as number 41 in Figure 8.6 below. On the 

basis o f these standard deviation tests it can be claimed that, while the subjects 

o f the ‘in’ group show a certain amount o f variability in their performance on 

the different tasks, the overall results do not show much variability. We may, 

therefore, analyse the results from the rule-focused tasks as a group.

Figure 8.5 Standard Deviations for Rule-focused Tasks
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Figure 8.6 Standard Deviation for Subjects Across Rule-focused Tasks
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8.3.1 Reading and Listening Grammaticality Judgments 

For the ‘in’ group, scores on the grammaticality judgm ent tests were slightly

higher than those for the sentence-completion tasks. This was not the case for
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the ‘out’ group subjects. Both groups performed best on the listening 

grammaticality judgment test. This is shown in Figures 8.3 and 8.4 above.

8.3.2 Speaking and Writing Sentence-Completion

In the sentence-completion tasks both the ‘in’ and ‘out’ group subjects performed

slightly better on the speaking tests as compared with the writing tests. Among 

the writing tests subjects from both groups performed better on the first writing 

sentence completion test than on the second one. This was to be expected, as 

the first writing sentence completion task focused on knowledge of subjacency 

with the second one focused on knowledge of movement, a more complex and 

language-specific topic (Cook & Newson, 2007). This is shown in Figures 8.3

and 8.4 above.

8.3.3 Summary of the Results

The results o f the rule-focused tasks were surprising in that they were generally

lower than expected. It was hypothesized that the subjects in both groups would 

perform well on these tasks, but with a total mean of 53% for the ‘in’ group 

and 65% for the ‘out’ group, this can hardly be claimed. Since the native 

speaker control group was able to perform these tasks with ease, averaging well 

over 95%, these scores were disappointing. Only 15 ‘in’ group subjects (37%) 

achieved a mean score for all the tests in this series above 50% and of those
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only 3 (7.5%) achieved scores above 70%. The ‘out’ group did outperform the 

‘in’ group on these tasks in general with all subjects getting scores above that 

of the ‘in ’ group mean and 3 subjects (60%) achieving mean scores over 60%, 

but only one member of the ‘out’ group (20%) achieved a score over 70% and 

this was 82%.

Performance on the different rule-focused tasks varied across groups. ‘In’ 

group subjects performed best on the grammaticality judgm ent tasks. This was 

expected, due to the more passive nature of these tasks and their closer 

connection to common school activities and tests. Scores on the writing sentence 

completion tasks were lowest which was to be expected because they involved 

utilizing a more complex type o f  knowledge. For the ‘out’ group, subjects 

performed best on the listening grammaticality judgm ent tasks and the speaking 

sentence completion, which shows the greater development o f  their aural/oral 

skills/knowledge. Interestingly, the ‘out’ group showed a sharp decline in scores 

on the second writing sentence completion task, indicating that they still have 

difficulty with movement rules in English.

It was also found that there was a fairly large amount o f deviation 

across both tasks and individuals for the ‘in’ group. A standard deviation was
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not possible for the ‘out’ group due to its small numbers. Two main points 

emerged from the standard deviations. The first o f these was that, generally, the 

higher the scores, for either the individual or the task, the lower the amount o f 

deviation. Higher levels of knowledge, as shown by higher scores on the tests, 

shows more consistency, as can be seen in the low deviation on the listening 

grammaticality judgm ent task in relation to the others. The second main point to 

be made from the statistical analysis is that the systems o f the subjects do seem

to be in flux. As with the results o f the questionnaires, the results o f the rule-

focused tasks, surprisingly because it is here that the subjects were expected to 

perform well, show inconsistency and poorly developed knowledge o f the target 

language (English).

8.4 Connection/Production-focused Tasks

For the data analysis it was decided to include the connection/focused tasks (2) 

and the production/focused tasks (3) together as, according to usage-based models 

(Langacker, 2000), language use is an important aspect o f linguistic knowledge.

On this view the results o f these two different types o f tasks may, therefore,

help shed light upon each other. The total chain o f connection/production 

focused tasks contained two different groups o f task-types. The first o f  these



involved contextualized comprehension tests involving either reading or listening.

The second o f these involved two functional writing tasks and one functional

speaking task. The results o f the two different types o f tasks, in line with their

different natures, were dealt with differently. The contextualized comprehension

tests were evaluated for percentage o f correct responses in relation to a native

speaker norm, and in this way could be easily compared to the results o f the

mle-focused tasks discussed above. Results o f the production-focused tasks could

not be evaluated in terms o f percentages o f correct or incorrect answers as there

are no set answers. Nevertheless, results were calculated which show both global

proficiency on a normative scale (The SMU-MATE) as well as patterns of

lexical usage. This type of lexical usage, as discussed in Chapter 5, is very

much involved in the internal linguistic system as regards the mental lexicon and

plays an important role in overall language proficiency. The results o f  these

tasks will be discussed in detail below.

8.4.1 Contextualized Reading and Listening Comprehension Tasks 

Total mean scores for both the contextualized reading and the contextualized

listening comprehension tasks among the ‘in’ group was 60%; for the ‘out’

group the mean score was 78%. On first glance this seems to be a somewhat

higher mean than for any o f the rule-focused tasks, but the results o f the
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different experiments were markedly different and both groups show the same 

patterns of difference. Scores for the contextualized reading experiment were 

much lower, 49% and 67% for the ‘in’ and ‘out’ groups respectively. These are 

similar percentages to those attained for the rule-focused tasks by both groups. 

Both groups performed better on the contextualized listening comprehension task, 

with means scores of 71% and 90% for the ‘in’ and ‘out’ groups respectively. 

These results are shown in Table 8.8 below.

Table 8.8. Contextualized Reading and Listening Comprehension Test Results
Group ‘In’ group ‘O ut’ group

Reading 49% 67%

Listening 71% 90%

Total Mean (reading & 

listening)
60% 78%

Standard deviation tests were also run on the contextualized listening 

comprehension tests using the Microsoft Excel program. The first set o f standard 

deviation tests was run to access the degree o f variability of the ‘in’ group 

subjects’ performance on each of the contextualized comprehension tests. The 

standard deviation for the contextualized reading comprehension test for the ‘in’ 

group was 0.160055. For the contextualized listening comprehension the standard 

deviation was slightly lower at 0.139147. Standard deviation tests were also run 

for each subject of the ‘in’ group in respect o f their performance across these 
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two tests. The results of these tests are shown in Figure 8.7 below, where the

number 41 shows the standard deviation o f the averages o f the two tests.

Figure 8.7 Standard Deviation for Subjects across Contextualized Comprehension 

Tests
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As can be seen in Figure 8.7 above, some members o f the ‘in’ group

show a high rate o f variability in their performance while a few show a low

level. Overall, the rate of variability on the contextualized comprehension tests

was considerably higher than that relating to the rule-focused experiments at

0.1588164 and 0.033116 respectively. In order to see if  variability relates to the

type o f task being performed, the standard deviations o f the contextualized

comprehension tests and the rule-focused tasks were compared. The results o f
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this comparison are shown in Figure 8.8 below.

Figure 8.8 Standard Deviations of Subjects on Both Types of Tasks
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As shown in Figure 8.8 above, the rate of variability on the different 

experiments does not seem to be related to task type. This kind of erratic

performance on the various tasks made statistical comparison of the results

impossible. This in and of itself reveals a lack of stability in the systems of the 

subjects.

8.4.1.1 Summary o f Results 

The results of the cormection-focused tasks defied expectations. It was

hypothesized in Chapter 7, on the basis of the strong structural focus in the

Korean English classroom, that the subjects would perform better on the rule-
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focused tasks than on the connection focused tasks, yet this turned out not to be 

the case. Subjects in both groups achieved similar scores on the contextualized 

reading test in comparison with the mean scores achieved on the rule-focused 

tasks and performed considerably better on the contextualized listening task. 

These results can be better understood by comparing them to the results gathered 

from the questionnaires.

The results o f the two connection-focused tasks showed a marked 

difference across modalities. Both groups achieved much higher scores on the 

contextualized listening test in contrast to contextualized reading test. This was 

interesting when compared to the results o f the questionnaires in which both 

groups on the post-questionnaire chose reading as the skill in which they felt the 

most confidence. More interestingly, the ‘out’ group had correctly chosen 

listening on the pre-questionnaire and subsequently changed their selection, 

presumably on the basis o f what had occurred to them in the 14-week interval 

between questionnaires. Both groups also perceived listening as the most 

important skill in language (Table 8.7); yet the ‘in’ group reported little listening 

focus in their learning history (8%) in contrast to the ‘out’ group which reported 

a much stronger listening focus (40%) (See Table 8.4). These results confirm
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what was found above in relation to the rule-focused tasks, namely that higher

performance as was found in the ‘out’ group seems to bring greater awareness.

8.4.2 Functional Writing and Speaking Tests 

Three different production-related tasks were given. The functional writing task

the subjects did in Korean at home, as explained on Chapter 7, was used as a

control measure to ensure that poor writing skills in Korean were not the cause

o f poor writing in English. It was felt this type o f control was needed because

Korean students are typically given little instruction or practice in composition in

secondary school whether in Korean or in English and it could, therefore, not be

assumed that their writing skills in Korean would be well-developed. Since it

was hypothesized that performance on the English functional writing task would

be low, some measures needed to be taken to ensure that this was not a result

o f poor global writing skills, but rather due to problems with English.

8.4.2.1 Functional Writing Tasks 

Results o f the Korean writing task and the English one do show a clear

difference. The average level o f the subjects on the Korean test for both the ‘in’

and ‘out’ groups was in the high Commanding Commanding to low

Commanding High range. The mean score on the functional writing task

conversion scale (See Appendix I) was 6.6/8 for the ‘in’ group and 6.8/8 for the
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‘out’ group. While it was somewhat disappointing to find few Expert level 

writers among the university students in this experiment, this is still in sharp 

contrast to a mean conversion score o f 3.8 (low Moderate Mid) for the ‘in’ 

group and 4.5 (high Moderate Mid) for the ‘ou t’ group on the English 

functional writing task. It should be noted that a Commanding level score for 

writing is considered sufficient for university study according to the SMU-MATE 

writing scale (Van Vlack, 20002b). Scores for the functional speaking task, given 

only in English, were only slightly higher than those for the functional writing 

test for both groups. The mean score on the functional speaking task for the ‘in’ 

group, according to the conversion scale, was 6.95 (Moderate Mid) and 10.8 

(Commanding Emerging) for the ‘out’ group. This is shown in Table 8.9 below. 

A brief explanation o f the level descriptions used here is found in Appendix H. 

In addition, selected samples o f performance the English Functional Writing task 

are provided in Appendix Q.

Table 8.9 Functional Writing and Speaking Task Mean Scores and Proficiency 

Ratings

Group ‘In’ group ‘Out’ group

Korean Functional Writing 

Task (mean)
Commanding Commanding -6.6 Low Commanding High - 6.8

English Functional Writing 

Task (mean)
Low Moderate Mid - 3.8 High Moderate Mid - 4.5
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Functional Speaking Task
Moderate Mid - 6.95 Commanding Emerging - 10.8

(mean)

Both the EngHsh functional writing and speaking tasks were analysed in 

several ways to determine how words were used in by the subjects in productive 

modes. After the initial global proficiency rating shown above in Table 8.9 

above, they were analysed for total word count, unique words, word frequencies, 

structural properties, and collocations. The total mean word count for the ‘in’ 

group on the English functional writing task was 285 and 322 for the ‘out’ 

group. Considering the subjects were given one hour to complete the task, these 

word counts are quite low. The mean number of words written per minute in 

the ‘in’ group was 4.7 and in the ‘out’ group 5.3. The mean total number of 

unique words produced by the ‘in’ group was 163 and by the ‘out’ group 184. 

The percentage of unique words in relation to total words for the ‘in’ group on 

the English functional writing Task was 59%. This percentage was virtually the 

same for the ‘out’ group at 58%. This means that, in general, the writing 

showed a fair amount of repetition of words.

The most frequently used words on the English Functional Writing Task 

were identified and compared to corpora lists found in Leech et al. (2001). The 

total word count for the ‘in’ group on the English functional writing task was
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11,681. This represents a rather large data set, but as opposed to other sets o f

corpora, the data here come from 40 sets focusing on the same set o f  topics.

Since the M ATE W riting Test has a fixed form and the subtasks were the same

five for all subjects we would expect the type o f words produced to be lim ited

as well, as words are linked to topics through schema. We might, therefore,

expect the results here to differ somewhat from corpora previously collected and

this is indeed what was found. Since, however, the most frequent words, both

from the study and from Leech et al. (2001) are not topic-related, w ith the

exception o f Korea, the comparison does seem valid.

Table 8.10 Word Frequencies for Tn’ Group Functional W riting Task

Rank Word
Number of 

times used

Rank (Leech 

et al. 2001)

1 1 472 6

2 the 415 1

3 to 366 8

4 you 323 21

5 and 286 3

6 in 264 5

7 is 246 7

8 of 142 2

9 a 139 4

10 so 127 65

11 can 122 48

12 Korea 112

13 are 111 22

14 this 107 26

15 my 103 68

16 that 100 12
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In Table 8.10 above, the sixteen most frequently used words on the

English functional writing task by the ‘in’ group, words used more than 100 

times out o f the total sample of 11,681 words are shown in descending order

according to the number of times used. The number in red, on the right,

represents the rank frequency of the same item from the British National Corpus 

for writing (Leech et a i, 2001). Nine of the 16 most frequent words from the 

‘in’ group subjects were also in the top twelve on the British National Corpus, 

but there are still differences in their rank. The word most frequently used by 

the subjects in the present study was /  and the fifteenth most frequent was my. 

This coupled with the inclusion of Korea as a high frequency word in these 

data suggests that the subjects are rather egocentric in their approach. This 

egocentricity is understandable given their linguistic level in English, which 

limits them to certain functions as well as structures. Interesting, as well, are the 

relative frequencies of the words so, can, and are. Koreans tend to overuse the 

word so on the basis of an overgeneralization of its grammatical functions. The 

rather high frequencies for the verbs can and are derive from the fact that the 

sentences are either rather short, resulting in higher frequency rates for verbs, or 

ungrammatical, with many normally high frequency function words missing. This
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will be further addressed in the discussion o f the structural elements o f the 

language produced on the functional writing task.

The results of a word frequency analysis on the functional writing task 

for the ‘out’ group revealed similar patterns as those found for the ‘in’ group. 

The three most frequently used words by the ‘out’ group participants, in order 

o f use, were the, to, and /. While the order might be slightly different from that 

that produced by the ‘in’ group, the 3 most frequent words are the same. 

Similar patterns were found among the other most frequently used words by the 

‘out’ group. In general, no substantive differences were found between the ‘in’ 

group and the ‘out’ group in relation to the words they used, despite differences 

in their proficiency levels as measured by the MATE writing scale.

As indicated in Table 8.9 above, overall performance on the English 

functional writing task was quite poor. The ‘in’ group mean proficiency level 

was a low Moderate Mid. According to the SMU-MATE writing rater guidelines 

used here (Van Vlack, 2002b), the subjects can be best described as marginal 

sentence creators who are capable o f creating meaning in limited contexts. 

Appendix R has a more detailed description o f  this level. To further investigate 

the subjects’ production of English, their writing from the functional writing task
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was analysed for sentence length as well as clause length to determine the 

complexity o f the language they were able to produce in writing.

The assumption, based on the design features o f the MATE writing test,

is that the language produced on the functional writing task provides an accurate 

sample o f the subjects’ ability to produce English. The subjects were given 

approximately one hour to perform the task. Additionally, the directions were 

given both in Korean and English. This was done to provide the subjects with 

some English in the form o f acceptable examples o f sentences and vocabulary 

upon which they could model their responses as well as the facilitate a shift 

from Korean mode to English mode (Grosjean, 1995).

As mentioned above, the overall performance on the English Functional 

Writing Task was quite poor. This became obvious after the initial rating o f  the 

samples when the researcher was trying to count the sentences produced. It was 

quite difficult to identify clear sentence or clausal boundaries owing to the 

aberrant punctuation and grammar. It was clear that the subjects were cognitively 

able to deal with the individual tasks, and general functional ability for the tasks

was quite good, but the requirements for accuracy and conformity to text type

posed major problems. The mean number o f sentences produced by both the ‘in’

318



and ‘out’ group members was 27. The average number o f words per sentence 

was 10 for the ‘in’ group and 11 for the ‘out’ group. The number o f clauses 

varied only slightly between groups with an average o f 42 clauses for the ‘in’ 

group and 46.6 for the ‘out’ group. Both groups had an average o f 6 words per 

clause. These results are summarized in Table 8.11 below.

Table 8.11 Complexity o f Writing Produced
In Out

Mean number o f  produced sentences 27

Mean number o f  words per sentence 10 11

Mean number o f clauses 42 46.6

Mean number o f words per clause 6 6

While these results would seem to indicate that the subjects are able to 

create sentences o f some complexity, and degree o f complexity has been claimed 

to indicate overall writing quality (Hunt 1965, Mills 1990), it should be noted 

that sentences created were, in the main, far from grammatically acceptable or 

even clearly comprehensible. The original plan was to do a T-unit analysis as 

advocated by Hunt (1965), but it was difficult to count t-units with any 

rehability because the intent was often unclear. It should also be noted that most

o f the grammatically acceptable sentences were simple ones consisting o f one

clause or several simple clauses strung together almost as in a list. The best

instances o f language use on the English functional writing task, both for
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complexity and grammaticality, were copied from the directions. Particularly for 

tasks four and five, subjects often copied the language in the English directions 

verbatim and this had an effect on the seeming complexity o f the subjects’ 

writing (Refer to Appendices G and Q for the test itself and some sample 

responses).

In a general sense, the results o f the English functional writing task

confirm the results o f the sentence completion tasks in which the subjects

showed a less than 50% ability to create grammatical sentences from prompts. 

Subjects on the English functional writing task, and there were only marginal 

differences between the ‘in’ and ‘out’ group subjects here, exhibited essentially 

only a very limited ability to use English to create meaning clearly and 

acceptably. These results clearly show that while subjects do know words, they 

are not familiar with how these words are to be used either grammatically or

semantically beyond a very limited scope.

Finally, the samples produced in the functional writing task were 

subjected to an analysis o f lexical properties. The number o f two/three-part 

collocations and fixed expressions were counted for each subject. The difference 

between the two and three part collocations was limited to whether the
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collocation consisted of a word plus a collocate, as in f ix  dinner, or consisted of 

a phrasal verb plus a collocate as in move into a house. The fixed expressions 

consisted primarily of fixed sentences or verb-phrases. Their length varied from 

two words {I'm sorry) to five words {I'm happy to hear that). In general the 

number of collocations and fixed expressions varied quite a bit and there seems 

to be a slight correlation between level and the use o f lexical expressions, at

least for the use of collocations. The two Commanding level writers got the 

highest average for both categories at 9.6 collocations and 6.5 fixed expressions. 

The four Moderate High level writers followed closely with 8.75 collocations on 

average and 3.25 fixed expressions. The Moderate Mid level writers had 5 

collocations on average and 4.3 fixed expressions, a number higher than for the

Moderate High level writers. The Moderate Low level writers had 5.2

collocations on average and 3.2 fixed expressions. Finally, the Rudimentary level

writer has no collocations and just one fixed expression. This is shown in Table 

8.12 below.

Table 8.12 Average Number of Lexical Expressions Used by Level (Writing)
Comm. = 2 Subjects Mod. High = 4 Subjects

Collocations = 9.5 Collocations = 8.75

Fixed Expressions = 6.5 Fixed Expressions =  3.25
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Mod. Mid =  22 Subjects Mod. Low =  11 Subjects

C ollocations =  5 C ollocations =  5.2

Fixed Expressions =  4.3 Fixed Expressions =  3.2

As can be seen in table above, the subjects on average did not show a

large use o f collocations or fixed expressions. It should be noted that the

appropriacy o f the expressions was not considered. Many o f the fixed

expressions were used in tasks two and three, designed at the Moderate level.

For many o f the lower level writers few collocations or fixed expression were

used on the last two tasks, designed at the Commanding and Expert levels. The

language copied from the directions was not included in the analysis and this

copied language accounted for much o f their answers on these tasks. The overall

impression left is that the language produced is often distinctly non-native in the

way sentences are put together as well as the way words are used. The

argument here, as supported by the findings, is that it is actually difficult, if  not

impossible, to separate these two. Some examples taken from the functional

writing task are given below.

Subject 31 (Moderate Mid). Task 3

To Suzy

I welcome to your visit in Seoul. This m ail is I tell you about the bookstore in Seoul, ans best 

possib le bookstores in Kora. A many o f  bookstore in Seoul. Famous in Seoul, bookstore is very 

big and it have a lot o f  books. There are Jong ro and Kang nam station in Seoul. You can easy 

fin d  it. I f  you use by subway.
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Subject 9 (Rudimentary). Task 3

Hi Suzy

You and tell her about the best possible hook store in Kwan-hwa moon is Kyoto bookstores, there 

are many kind is book.

Subject 16 (Moderate Mid). Task 5
There 're series o f  bombing attack in Southeast Asia recently. There has been wide spread 

speculation in international community that these bombing attack have been carried out by Muslim 

terrorists. So Korean government is considering passing a measure rescinding the work visas fo r  

all Muslim in Korea.

But This action has some problems.

At first, It's not right fo r  globalization Globalization can make people meet freely. Although we 

rescind the work visas, people can come Korea 

And this action can make Muslims hate us.

Besides all o f  terrors may not have been carried out by Muslims. There aren't exact evidences. 

We have to forgive them in the sprit o f  tolerance though they already have done them.

We have to understand them fo r  the cultural respect. Forcing always has side effects. Frequently 

meeting can help understanding each other.

As can be seen from the first two examples, the subjects have difficulty

creating grammatical or complete sentences, on the basis o f problems in using

functions words, such as if, and, and there, but there also seems to be confusion

about the nature o f nouns and verbs. The problems for Subject 16 are more in

relation to how particular words are used. While she does have control over

elements of sentence structure, her sentences are virtually all marked in their

usage patterns. Refer to the writing samples in Appendix R to see more

examples o f the actual interplay between words and sentence structure.

8.4.2.2 Functional Speaking Task 

As shown in Table 8.9 above, there is a much more pronounced difference
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between the ‘in’ and ‘out’ group subjects on the functional speaking task as 

opposed to the functional writing task. The mean level attained on the functional 

speaking task for the ‘in’ group subjects was Moderate Mid on the SMU-MATE 

scale indicating a score o f 6.95 out o f  18 on the conversion scale. The ‘out’ 

group average, on the other hand, was Commanding Emerging or 10.8. This 

shows that the ‘out’ group subjects could be characterized a full major level 

higher on the SMU-MATE speaking test scale, although this needs to be 

interpreted carefully in light o f the Emerging sublevel (cf. discussion in Chapter 

5). According to the design o f the SMU-MATE scale (Van Vlack, 2002a and b), 

performance matched to one major level, as opposed to another, shows a 

substantive difference in proficiency. A Moderate level speaker, for example, is 

fundamentally different in the way he or she deals with language from a 

Commanding level speaker. Brief examples o f  the SMU-MATE level descriptors 

for both tests are provided in Appendix H. It should be noted that while there 

are two separate proficiency scales for the writing and speaking tasks, following 

the SMU-MATE, these scales are designed to be comparable.

Performance for both groups was higher on the functional speaking task 

than on the English functional writing task. For the ‘in’ group the difference
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was marginal and was just a little higher for the ‘out’ group. These differences 

reflect not a higher quality in the language produced but a better match o f the 

subjects’ language proficiency to how the speaking scale measures linguistic 

performance. Simply put, the subjects’ rather poor linguistic ability, particularly 

in the ‘in’ group, is more suitable to the short, simple exchanges o f face-to-face 

speaking than the more complex demands of writing as measured by the SMU- 

MATE proficiency scales.

The functional speaking task took the form o f an interview with the 

researcher conducted along the lines o f the SMU-MATE Speaking Test with 

some elements o f the ACTFL OPI proficiency interview necessarily added in 

order to effectively shift the MATE design from a multimedia format to a face- 

to-face interactional one. The duration o f the interviews varied from 12 minutes 

to 26 minutes, with a mean duration o f 20 minutes for the ‘m ’ group and 22 

minutes for the ‘out’ group. The duration o f the interviews was not tightly 

limited by the interviewer and does not closely correlate with the proficiency 

level o f the subject or the number o f words produced by the subject. In general 

on ACTFL OPI interviews, a longer duration is indicative o f a higher level 

speaker, but this was not the case here. Duration o f  the interview, rather, was
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affected by several rather different factors including the inability o f the subject 

to show measurable performance on certain tasks, large amounts o f silence on 

the part o f  the subject, or misunderstandings which caused the interviewer to 

speak much more frequently. In general, length for these sets o f  interviews was 

an indicator o f the subjects’ ability and inability to perform in accordance with 

the interviewer’s desire to get the subject’s to show their best possible 

performance.

The total word count on the functional speaking task varied dramatically 

among different subjects. The highest number o f words produced by an ‘in ’ 

group subject was 1328 and the smallest number also produced by an ‘in’ group 

member was 199. The average number o f words produced by ‘in’ group 

members was 716 and, by the ‘out’ group 946. The average number o f unique 

words produced by both the ‘in’ group and ‘out’ group subjects were 250 and 

312 words respectively. These results are summarized in Table 8.13 below.

Table 8.13 Word Counts for Functional Speaking Task

In Out

Highest Number o f  words 1328 1167

Lowest Number o f  words 199 554

Average Number o f words 716 946

Average Number o f Unique words 250 312

Interesting to note is the rate o f difference between the two different
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word counts. The rate o f variabiHty in the overall number o f  words produced by 

the subjects is quite high, in fact it is too high to generate any reliable or 

meaningful statistical data. The rate o f variability for total different words is still 

quite high but is markedly lower. Interestingly there seems to be no meaningful 

correlation between the total number o f words used and the unique words. This 

is shown in Figure 8.9 below.

Figure 8.9 Total Words and Unique Words on Functional Speaking Task ( ‘In’ 

Group)
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What is interesting is that the number o f unique words produced by the

‘in’ group subjects is much less varied and seems to not be related to overall

word count. It may, therefore, be argued that the subjects have few real systems
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for English language use even after a minimum o f six years o f language study 

and having acquired a fairly large vocabulary. This brings us then to the actual 

words used. Table 8.14, below, shows the word frequencies o f the 45 most 

frequently used words taken from the total words produced by the ‘in ’ group 

subjects on the functional speaking task. The 40 subjects o f the ‘in ’ group 

produced a total o f 29,389 words and 2,303 unique words. Each o f the most 

frequently used words was used more than 100 times by the ‘in ’ group subjects. 

They are presented according to rank, and the corresponding rank o f the same 

word on the British National Corpus (Leech et al., 2001) is also presented when 

applicable. All the words are presented in English with the exception o f  number 

39, Li! /nae/, which is a high frequency discourse marker often used as a request 

for clarification in Korean. It should also be noted that exclamations in numbers 

9, 10, and 16 are probably Korean as well although they have been rendered in 

English here. Number 16, uh is the English rendition o f the Korean expression 

CH, again, a high-volume discourse marker with various conversational fiinctions. 

The presence o f these various exclamations in high frequency reflects the general 

difficulty many o f the subjects had in communicating in English. Several sample 

transcripts can be examined in Appendix S.
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No

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

21

22

23

24

25

26

27

28

29

30

31

32

33

34

35

8.14 Word Frequencies for the Functional Speaking Task

Frequency Rank in the British 

Nation Corpus

I (2,138)

And (1311) 4

Is (850) 14

My (622) 76

To (555)

He (494) 22

The (481)

In (347) 12

Ah (340) 172

Urn (340)

So (329) 33

Like (327) 163

Go (325) 63

Very (318) 74

Yes (288) 47

Uh (279)

But (274) 24

She (274) 43

Have (256) 20

A (240)

At (236) 44

This (221) 2$
Yeah (219) 19

D on’t (217)

You (210)

No (200) 4i

M any (186)

That (182)

There (175) 4S

Study (174)

It (172)

Clock (152)

English (150)

School (147) 

Know (132) 31



36 One (131) 58

37 Are(137) 38

38 Think (125) 46

39 Ul (121)

40 Two (115) 68

41 People (114) 85

42 Do (111) 15

43 O f  (111) 9

44 They (107) 16

45 Not (106) 37

As with the results of the functional writing task, the results o f the 

functional speaking task also show some similarities to the British National 

Corpus, but there are also more differences. First person possessives are high in 

frequency as on the writing task. The word many shows a high frequency, 

presumably because of its coincidental similarity in form and meaning to the 

Korean word EIU  /mani/. Interesting as well is the high frequency of the verbs 

(is, like, go) in general as compared with the British National Corpus. This is 

probably due to the fact the subjects often spoke in broken sentences, which 

consisted of verb phrases strung together.

While a structural analysis was conducted on the language produced in 

the functional writing task such an analysis was not conducted for the functional 

speaking task because so much of the language produced was made up of single 

noun phrase utterances or, as mentioned above, simple verb phrases strung
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together. Except for the four ‘in’ group subjects who scored at the low end o f

Commanding, there were very few grammatically correct sentence units.

Following MATE guidelines, many o f the larger units produced could be best 

described as sentence-like utterances.

In order to get a better idea o f the way in which the subjects were

producing language, the language produced by the ‘in’ group members was 

subjected to an analysis of some basic lexical properties. The number o f

differing collocations and fixed expressions were counted for each subject in the 

‘in’ group. The results are shown in Table 8.15 below.

Table 8.15 Average Amount o f Lexical Expressions Used by Level (Speaking)
Comm. = 4 subjects 

Collocations = 27.5 

Fixed Expressions = 6.5

Mod. High = 4 subjects 

Collocations = 28.5 

Fixed Expressions = 5

Mod. Mid = 21 subjects Mod. Low = 7 subjects

Collocations = 18.7 Collocations = 18.8

Fixed Expressions = 3.9 Fixed Expressions =  6

Mod. Emerg. = 4 subjects

Collocations = 7

Fixed Expressions = 6.25

As can be seen, the number o f collocations seems to be related to the 

proficiency level o f the subjects. Analysis o f  the data reveals not a difference in 

quality but in quantity. Most o f the collocations were based on verbal heads. 

Common examples were found in the common task o f describing daily routine.
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where subjects often answered in verb phrases with collocations like, listen to 

music, go to bed, meet friends, and take a shower. These types of collocations 

were by far the most common for all subjects regardless of level. Higher level

subjects did use more noun-headed collocations such as good grades or delicious

food, but these were much less common. Fixed expressions came in two basic 

forms. They generally occurred at the beginning of the interview with highly

formalized sentences such as, my name is   or my major is   which had

obviously been memorized. This was especially evident, as when the subjects 

were asked how they would like to be addressed, most of them had no idea 

how to answer. Other common types of fixed expressions were stock discourse- 

oriented expression like, /  don’t know or That’s all. There were only about five 

of these in evidence and most of the subjects used them. The analysis reveals

an overall shallowness in the number and types of lexical expressions used.

8.4.2.3 Summary of the Results 

The results from the fiinctional writing and speaking tasks show a general

inability of the subjects, particularly those in the ‘in’ group, to produce English

effectively. While the out’ group outperformed the ‘in’ group on all three of the

functional tasks, revealing an overall higher proficiency, particularly on the

functional speaking task, performance on the English functional writing task was
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only slightly higher for the ‘out’ group, revealing problems with higher-order 

conceptual tasks like writing (Kecskes & Papp, 2000). For the ‘in’ group, 

performance on the English functional writing task and the functional speaking 

tasks were similar and on both tasks ‘in’ group subjects showed a general 

inability to produce sentences.

From these tasks a few interesting results emerged. Both groups used a 

relatively high number o f words used but also an inability to use those words 

appropriately and effectively, quite typical signs o f the formal type o f education 

found in EFL (English as a Foreign Language) environments (Canagarajah 1999, 

Kecskes & Papp 2000). The most frequently words used by both groups were 

virtually the same, despite differences in proficiency, and showed interesting 

differences from the British National Corpus both for speaking and writing 

(Leech et al. 2001), indicating that while the ‘out’ members may have picked up 

some skills while overseas which enabled them to produce better utterances, their 

underlying knowledge base, as reflected in vocabulary, was similar to that o f  the 

‘in’ group. The same was evident in the lexical analysis which showed that, 

while the number o f  collocations used was higher in the higher proficiency 

subjects, their quality was not much different and exhibited a certain shallowness.
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Taken together, the results of the functional writing and speaking tasks 

seem to support the previous findings. The subjects did show some knowledge 

o f words, but were also unable to use the words they knew effectively. This 

supports the initial hypothesis that subjects would perform rather poorly on these 

tasks and show different patterns o f word use as compared with native speakers 

on the basis o f their instructional setting. What was surprising was the degree of 

similarity between the ‘in’ group and the ‘out’ group on these tasks. It was 

expected that the ‘out’ group would perform markedly better than the ‘in’ group 

on these tasks, and regarding proficiency, as measured by the MATE scale, they 

did, but upon more detailed analysis more similarities than differences could be 

found. The ‘out’ group revealed a greater ability to make sentences, but the 

words they used were essentially the same.

8.5 Lexicon-focused Tasks

Lexicon-focused tasks came in two major forms. The first o f these was a C-test. 

The purpose o f the C-test was not to measure general proficiency, as it is often 

used (Klein-Braley and Raatz, 1984) but rather to get a better idea o f how well 

certain lexical items might be used to trigger others in context. The second type 

o f lexicon-focused task was word association tests. Four word association tests
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were given to the subjects at weekly intervals. The word association tests varied

according to medium, speaking versus writing, as well as the language, Korean

versus English. The intention was to see what kinds o f associations the subjects

had for various trigger words and how these might vary both across medium

and in comparison to a native speaker control group.

8.5.1 C-Test

The mean score on the C-test was lower than on any o f the other tests at 

43.49% for the ‘in’ group and 61% for the ‘out’ group. This was somewhat 

surprising as the material chosen for this was written for elementary school 

children. The performance o f the ‘in’ group subjects on the C-test is shown in 

Figure 8.10 below where the number 41 shows the mean score.

Figure 8.10 Average Scores for the C-test ( ‘In’ Group)
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The standard deviations for the results of the C-test showed an average

range for the larger ‘in’ group (0.1381032) and a somewhat smaller range for

the smaller ‘out’ group (0.0695445) compared to other tests in this experiment.

Only ten out of 40 subjects scored above 50% on this, and only two subjects.

numbers 6 and 26, scored well above the 50% mark. The overall poor

performance on this test confirms what has been seen in the production-focused

tasks, namely that while the subjects seem to have fairly large vocabularies in 

English they are not able to use these words in a variety o f ways. Simply put.

the low scores on this test shows a weakness in the links the subjects’ have in

their English lexicons even among the most common high frequency words such

as were used in this test. Further, more specific, investigation of this issue is to
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be found in the next section.

8.5.2 Word Association Tests; Speaking and Writing 

Four different word association tests were given to the subjects on four separate

occasions. Spoken and written word association tests were given both in Enghsh

and Korean. As explained in Chapter 7 above, the spoken word association test

followed a continuous association format while the written test used a single

impetus format. For both formats the Korean word association test was given

prior to the English one in order to make sure the subjects knew what to do on

each test.

fhe responses to the stimulus words on the word association tests were 

put into one of five categories. In accordance with previous word association 

studies, responses were characterized as syntagmatic, paradigmatic, schematic, 

clang, or other. A syntagmatic association is said to hold between words which 

appear in a syntactic sequence such as to hit - hall. This includes compounds, 

collocates, and idioms (Singleton, 1999). A paradigmatic association holds 

between words, which can replace each other such as house - home. They are 

words which are semantically linked, and there are various types o f semantic 

links such as synonyms {happy-glad), antonyms {hot-cold), hyponyms {animal- 

dog), and meronyms {house-door) (Cruse, 2000). Joannopoulou (2000:155), on
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the basis of the results from her own research, makes a point of challenging a 

widely made claim (Wolter, 2002) that a syntagmatic association necessarily 

involves words of different parts of speech while a paradigmatic association 

involves words of the same part of speech. Joannopoulou’s claim obscures the 

difference between these two categorizations and she included a category of 

syntagmatic/paradigmatic for cases where the distinction was not clear. In the 

present research, it was decided to follow the more common claim, but it must 

be acknowledged that there sometimes were difficulties in determining the status 

o f a response owing to cultural differences. For example. Subject 6 included 

fo o d  as a response to the stimulus word water. In Korean, these are hyponyms, 

with water being thought of as a type of food, but this is not the case in 

English. For the purposes of the study, this was interpreted as a paradigmatic 

response, despite the obvious difficulties, because in the mind o f subject 6 it is 

so, even if it does not match that of standard English. A schematic association 

holds between words or a series of words, which are part of the same situation 

in life. In the present study, these came in two kinds, schemas which were 

culturally encapsulated such as the mountain - sea schema for Koreans or 

idiosyncratic, personalized schemas based on a particular instance in the subject’s
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life. A clang association is one which is phonologically motivated such as cojfee 

-  cotton. Finally, associations which were not mterpretable, either because the

words used were unidentifiable or, more commonly, because there was no way 

to describe the relations such as inside -  wrap, were classified as other.

Prior to a more detailed discussion o f the results o f the word association

tests, two main points must be made. The first o f these is that the subjects, as

with the production-focused experiments, demonstrated an ability to generate

words in English. The average number o f words produced by the ‘in’ group on 

the spoken word association test was 71 in response to 20 stimulus words

making an average o f 3.55 responses for each stimulus. For the ‘out’ group the 

number words produced was higher with an average o f 104 total responses and

5.19 for each stimulus. This shows that the subjects do have at least a certain

number o f English words stored, both in graphemic and phonetic form, in their 

lexicons. The second point to be made is how these English words were

accessed. The time it took for the subjects to produce English words after the 

initial exposure to the stimulus was much longer than expected. In the design o f 

the tasks, both the spoken and the written forms, it was assumed that a few 

seconds would be enough for responses to each stimulus. This was concluded on
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the basis o f pilot studies conducted with students, both native and non-native 

speakers o f English, in the Graduate School o f TESOL, in which the average 

response time was ten seconds. Nevertheless, subjects were given 45 seconds to 

respond to each stimulus on the written test and interviewers were instructed to 

give approximately the same amount o f  time for the spoken word association 

test. This turned out to be not enough time. The main reason for the delay in 

the responses o f the subjects as observed on the spoken word association test 

was that, almost without exception, the stimulus word was translated into Korean 

first. Some o f the stimulus words were actually interpreted as and turned into 

Korean homophones or near homophones as shown by the common case o f the 

stimulus word lip  being interpreted as 91 /i:p/ (Kor. ‘le a f)  despite the fact that 

the subjects were all acutely aware that this task was to be done in English 

since they were being interviewed by non-Koreans. It seems that the subjects 

needed to use Korean in order to find associations for the stimulus. The same 

trend was observed during the functional speaking task, but it was much clearer 

on the word association test owing to the relative simplicity o f the task as well 

as lack o f interlocutor intervention. Subjects would typically pause for extended 

periods (10-60 seconds) after being given the stimulus word either in silence or
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muttering in Korean. Very few o f the reactions were instantaneous, although 

subjects had supposedly been primed for this type o f task by doing a spoken 

word association test in Korean one week prior to the English word association 

experiment.

The obvious inclusion o f Korean as a cognitive mediator in the 

English word association tests, as observed on the spoken test and presumed on 

the written test, made categorizmg the responses from a purely English point o f 

view very difficuh if not impossible. Comparison o f the most frequent responses 

to the same stimulus word among the experimental subjects and English native 

speakers on the EAT database showed a rather small amount o f overlap for both 

the ‘in’ group and the ‘out’ group. On the spoken word association test here 

was only a 15% rate o f similarity between the most common responses o f the 

Korean subjects and the native speakers from the EAT database. The sets o f 

associations the Korean subjects produced were fundamentally different from that 

o f  the native speakers. These fundamental differences reflect cultural as well as 

experiential differences in the different speakers as encoded in the lexicon. Such 

differences are not often captured when one is simply trying to determine 

whether a relation is syntagmatic or paradigmatic as has often been the case in
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word association tests with a lexical focus (Jonannopoulou 2000, Wolter 2002). 

Such a difference, however, is exactly what is predicted by cognitive linguistics 

and plays an important role in how language is used and interpreted.

The results o f the word association tests show a slight difference in the 

types o f associations between the spoken and written tests. While the percentage 

o f paradigmatic, clang, and other responses are the same across experiments the 

rate o f syntagmatic and schematic responses were different. This is shown in 

Figure 8.11 below.

Figure 8.11 Word Association Results by Type (‘In’ Group)

Word Association Test Results

60

40

Percentage 30 !*Soken Test 
■  Written Test

20

Type of Association

Figure 8.11 above shows the average percentage o f  the different types o f 

association on the different tests. The numbers 1 to 5 above indicate the 

association types; syntagmatic, paradigmatic, schematic, clang and other,
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respectively. As can be seen, the rate o f syntagmatic associations was highest 

and increased while the rate o f schematic associations decreased when the format 

of the test was discontinuous (written) as opposed to continuous (spoken). The 

most striking features here was the high rate of syntagmatic associations as well 

as schematic associations in relation to paradigmatic associations as well as the 

virtual absence o f clang associations.

The high rate of syntagmatic as opposed to paradigmatic associations, 

following the much cited work o f Soderman (1989, 1993) would seem to

indicate that the proficiency level o f the subjects was rather low (see Singleton 

(1999) for a more detailed discussion o f this issue). It is also hard to determine 

if these syntagmatic associations were actually coming from English or, as is 

more likely the case, were mediated by Korean. Examples such as inside - mind  

or believe -  m ind  were classified as syntagmatic associations, although the use 

o f the word mind, especially as indicated in the latter example, was clearly 

reliant on the Korean concept o f m ind  and not the standard English one. This 

kind of data reflected the recent trend in South Korea in which English lexical 

items are often used to code Korean experiences to the point where it is not 

necessarily clear whether a word is Korean or English. These are not loan words
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in the strict sense because they have not been accepted as new words in Korean.

Rather, they are simply English words which are embedded, as English, into

Korean situations on a rather grand scale. The relatively high rate o f  schematic

associations necessarily draws attention to the same issue o f linguistic

interference/language dominance. The ‘out’ group results were somewhat different

from those produced by the ‘in’ group for the word association tests. The ‘out’

group produced more schematic associations and markedly fewer paradigmatic

responses and syntagmatic responses. The ‘out’ group results from the word

association test are shown in Figure 8.12 below.

Figure 8.12 Word Association Results by Type ( ‘O ut’ Group)
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The wide range o f schematic associations, for example bus -  people -  

run, were derived from regular experiences and cultural norms, what Lakoff
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(1987) calls Idealized Cognitive Models, encountered and coded in Korean. Many 

reflected highly personal experiences such as, to steal -  bad - movie theatre - 

dark -  wallet -  nm -  sad. This was obviously a description of events stored 

together in memory and coded most definitely in Korean as they were sure to 

have been experienced in Korean. The presence of these schematic associations 

at a high rate shows that many of the associations are Korean, if not mediated 

by Korean, even for the English tests. The virtual lack of clang responses 

further demonstrates this point.

The virtual absence of clang responses to stimulus here was telling. It 

was particularly telling when one considers that the most common examples of 

clang responses from the data, good -  go and apartment -  department were from 

the spoken word association tests and always occurred at the end of the chain 

of associations. The percentage of clang responses is very low raising serious 

doubt as to whether any of the subjects’ lexicons being phonologically organized 

as regards English. This would seem to run counter to earlier made claims that 

the L2 mental lexicon is phonological in nature and becomes less so over time 

(Soderman (1989, 1993) as none of the subjects, even those of low proficiency,

demonstrated productive phonological links through clang associations.

8.5.3 Summary of the Results
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The results of the lexicon-focussed tasks, the C-tests and word association tests, 

reveal weaknesses in the mental lexicons of the subjects. Both the quantity o f 

associations, as measured by the C-tests and the types o f associations, as 

measured by the word association tests, were found to be at a low level.

It was hypothesized that performance would be rather poor on the C-test 

because, for this test the subjects needed to use lexical knowledge to determine 

what the blanked out words might be. The poor performance on the C-test for

both groups, while expected, shows that the subjects do not have well developed

lexical knowledge o f the words they have know. It was discussed in Chapter 5 

that such knowledge comes about as a result o f meaningful, contextualized

practice with words and that through such practice lexical connections are built 

which form a system o f knowledge. The results o f the C-test support and shed 

further light on some o f the previously discussed results. The lack o f  lexical 

connections demonstrated on the C-test explains why the subjects had such 

difficulty producing acceptable sentences or understanding the interlocutor on the 

production-focussed tasks. It seems that without well-developed lexical 

connections it is difficult to use language.

The results o f the word association tests showed a high rate of
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schematic and syntagmatic associations. While the high rate o f syntagmatic 

associations, especially for the ‘in’ group, might seem positive, it must be borne 

m mind that the subjects were almost certainly translating as they endeavoured 

to perform the task. This is indicated by the fact that the responses o f the 

subjects showed a very low rate o f match with the responses produced by native 

speakers for the same stimulus words. That fact that the subjects were doing the 

word association tests through Korean means that they probably could not do so 

through English. The results o f the ‘out’ group on the word association tasks are 

particularly interesting because they produced a very high percentage o f 

schematic responses, expressing a distinctly Korean world as they did so. This 

would seem to indicate that their responses were not fundamentally different 

from those o f the ‘in’ group, but that they were better at translating their 

Korean experiences into English. It seems then, that for both groups, there is 

mounting evidence that they do not have well-developed lexical knowledge in 

English even after a minimum of six years o f English study. Interestingly, it 

was found on the word association tests and production-focused tasks that the 

subjects do have rather large vocabularies in English. It is increasingly apparent 

that these vocabulary items, however, do not form a system o f their own, and



that the subjects are relying on Korean in situations where language use is 

required, regardless o f the context.

8.6 The Research Questions

In this section the four different research questions are answered on the basis of

the results o f the tasks.

8.6.1 Research Question 1 

The first research question was about the relationship between the competence-

focused tasks and the more integrated types o f tasks. The question was posed as

follows: Are there meaningful differences between the subjects' performance on

the structure-based tasks and connectionist-based tasks? The results with respect

to this question were unexpected. It was hypothesized that owing to the largely

decontextualized, rule-focused teaching and testing South Korean students get in

the English classroom, they would do very well on the rule/competence focused

tasks and rather poorly on the connectionist-based tasks. In fact, the results from

the two types o f  tasks were quite similar, with the listening tasks showing the

best performance overall. That the listening tasks generated the best performance

was perhaps not such a surprise, as this is a skill area which gets a large

amount o f attention in grades 7-12 in Korean schools.

One o f the reasons that the scores on the rule-focused tasks were
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generally poor and lower than expected could have been the unfamiliar format. 

In order to find a more accurate way of testing linguistic competence, the tasks 

here used formats often employed by linguists (Rutherford 1998, Sampson 2001), 

but unfamiliar to the subjects. This was not done to intentionally confuse them

but to limit the use o f highly-effective guessmg techniques which the students

are drilled on in their English classes (Ha, 2002). These guessing techniques 

have much more to do with testing strategies than knowledge about language. 

The myth of high linguistic competence among Korean learners o f English may 

be a product o f well-developed testing strategies as opposed to actual high 

linguistic competence. It is, therefore, felt that the results here represent a truer 

depiction of their linguistic competence than they might exhibit on in-class tests 

focusing on linguistic structure and, therefore, should not be surprising.

One o f the major tenets o f generative approaches to linguistics, as

discussed in Chapter 1, is the distinction between competence and performance.

Cognitive linguistics is, of course, founded in large part on the integration of 

these two, in diametric opposition to generative approaches. The results o f  the 

rule-based and connection-based tasks show us that competence and performance 

seem to be integrated. Many approaches to second language teaching, the PPP
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(present, practice, produce) model (Thombury, 1999) for example, are founded on

the idea that one needs to first build competence (knowledge o f  rules) in the

new language and from this knowledge the learner will be able to apply rules

(Thombury, 1999). If this were true we would expect the subjects to perform

better on the competence-focused tasks, especially the reading grammaticality

judgment test, as this task in particular reflects most directly the kind o f  passive

knowledge systems Korean students o f English are expected to develop. The fact

that the scores on these different types of tasks, some requiring knowledge o f

grammar and the others requiring knowledge o f language in a more holistic way

were similar provides evidence that these two aspects o f  language may indeed be

co-dependent.

8.6.2 Research Question 2 

The second research question centred on integrating the results o f the more

close-ended tasks o f the rule/competence-based and connection-based tasks with

the more open-ended production-based and lexical-based tasks. The question was

posed as such: How can the results o f  the first two types o f  tasks be correlated

with the lexical and production-based tasks? The simple answer to this quesfion

is that they can be easily correlated.

The results o f the production-based tasks show a general inability o f the
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subjects to produce acceptable English above or even at the sentence level. 

Subjects used individual words and produced sentence-like units but few were 

able to produce grammatically acceptable and readily comprehensible sentences in 

English. It seems that much o f the grammar-focused instruction they are exposed 

to in the classroom is not accessible durmg production. This should probably not 

come as a surprise, as the general focus in the classroom, in relation to 

grammar as well, is to generate a high performance on multiple choice tests and 

not production o f the target language itself Students are never formally tested 

on production o f  the language either in written or spoken form. Following this 

line o f thought, it can be claimed that the results are keeping with the output 

hypothesis (Swain, 1995 2000), which claims that use o f the target language in 

meaningful ways is a necessary prerequisite for successful language acquisition. 

Since Korean students o f English are generally not required or even encouraged 

to produce output it is no wonder that they fail to do so when asked. This lack 

o f productive capabilities seems to indicate that a cognitively well-established 

and functioning system o f English is lacking.

Aside from the notion o f output as providing opportunities for the 

language learner to notice the linguistic input and overt instruction she or he
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may have received as discussed in Schmidt (1995, 2001) there are other 

cognitive/neurological aspects o f output which were considered as part o f  this 

study. Output is reliant not only on the internal system, specifically, what is 

contained therein, but also on the level o f access to scattered elements o f related 

information in the internal system (Lieberman, 2000). In this respect, working 

memory undoubtedly plays a pivotal role in how well an individual is able to 

use the information in the system. It is well understood that new cognitive 

systems are both more fragile and require the use o f  much larger quantities o f 

neurons to use (Lamb, 2000). For these reasons, the competence-focused 

experiments were as stripped down as possible. Context was limited to co-text 

and single lexical items were generally used as triggers, so that the subjects 

could process the information serially and still be effective. Potential overloading 

o f fledgling attentional/memory resources was therefore avoided, yet the 

performance o f the subjects on areas o f English they have most definitely been 

exposed to multiple times (as they are principal foci o f the government-directed 

English curriculum) was still relatively low, and tellingly similar to performance 

on tasks involving a wide range o f linguistic variables.

The results o f the performance-based tasks were similar to those o f  the
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rule/competence-based tasks, which was contrary to expectations. Expected 

hmitations related to working memory constraints were no more identifiable on 

production-based tasks than on rule-based tasks. In fact, performance was similar 

and generally low across the different tasks. The poor performance o f the 

subjects on all the different tasks seems to be attributable to a lack o f linguistic 

knowledge related to grammatical systems. This comes as a great surprise 

because overt teaching o f grammatical systems was and still is the main focus 

in the English classroom in South Korea. It seems that under the circumstances 

o f South Korea, exposure to linguistic input in English is not enough.

The results o f the lexis-focused experiments, and the word association 

tests in particular, shed important light on why performance across the board 

was so low despite the years o f  instruction the subjects have had in the target 

language. The question o f not only the types o f connections they might have in 

English but also whether they have many connections at all becomes important 

in the light of the data from the lexical tasks. The percentage o f correct 

responses on the C-tests, particularly for the ‘in’ group, was lower than for all 

other percentage-marked tasks in the chain o f experiments despite the simplicity 

o f the materials used. The subjects certainly found it very difficult, in stark

353



contrast to the results obtained by Wolter (2002) and Joannopoulou (2000) on 

the C-tests they gave to their Japanese and Greek subjects respectively, who had 

mean scores in the 90s. Even the ‘out’ group in the current experiment achieved 

a mean o f only 61% on the C-tests. These results correlate with the word 

association test results which show that the subjects (even those in the ‘out’ 

group) were functioning primarily through Korean.

A small warning is necessary at this point regarding the nature o f the 

mental lexicon as determined by neuronal associations. The fact that the subjects 

seemed to be using Korean to mediate responses in English, possibly implying 

that they do not have the means to do so in English, does not provide definitive 

evidence that they do not have lexical associations in English. It simply shows 

that they did not, or were not able to, make use o f English-based pathways, 

which some o f the subjects might have. The results o f  the lexical tasks, and 

particularly the word association tests, were initially surprising not just for their 

content, as discussed above, but also for the uniformity o f  their responses. Even 

higher proficiency level subjects showed similar patterns in their associations, 

demonstrating clear effects o f Korean. The results may have revealed more about 

the situation the subjects found themselves than in their actual associations. That
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they were all using Korean simply shows that Korean pathways were stronger 

and more strongly primed. It is impossible to determine whether the subjects 

have more direct connections between English lexical items. The fact that they 

did not use them does not necessarily mean that such connections do not exist; 

it does show though that such pathways, if they do exist are tenuous at best. It 

is highly likely that, despite the great emphasis on English in Korea or perhaps 

because o f it, the two linguistic systems have not separated on a lexical level.

This observation is supported by both the foregoing data o f the experiments and

the ways in which the languages are used and taught in the local situation.

In the cognitive view, a linguistic system is built out o f the interaction 

o f several related subsystems, which are all interconnected with other cognitive 

systems (Langacker, 2002). This is also the view o f Herdina and Jessner (2002) 

m their dynamic model. One o f the foundations o f cognitive models is the claim 

that it is use that forms the basis o f these connections (Langacker, 2000). The 

finding that the subjects are not able to use the grammatical information that 

they are repeatedly exposed to in the English language classroom to effectively 

build and integrate grammatical competence relates, in this perspective, to the 

fact that they do not currently use or never have used this information for
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anything other than test taking. Basic research in memory shows that memories 

degenerate over time (Ebbinghaus, 1964), particularly when they are not often 

used or linked to other more active systems (Stevick 1996, Baddeley 1997). The 

situation inside the classroom simply does not mesh with the situation outside 

the classroom where English is used for meaning but for meanings that reflect 

Korean cognitive structure. Thus, we get the situation shown in the results o f 

the tasks, where the subjects have rather large quantities o f  English lexical items 

but can do little with them as they are not part o f a separate or possibly well- 

defined English system. In fact, most Koreans are not even consciously aware o f 

the large amounts o f ‘English-coded input’ they are exposed to outside the 

classroom and show great surprise when this is mentioned to them. This is, in a 

way similar to the predictions o f Weinreich (1953); wherein Korean learners o f 

English form compound type lexical entries because o f the same local exposure 

to individual Korean and English lexical items and their common 

conceptualization, but varies in that the grammatical systems do not show 

transfer by virtue o f being used in the same situation, principally because the

use o f English, if  there is any, varies considerably from that o f Korean.

8.6.3 Research Question 3 

The third research question revolved around feelings toward English as revealed
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through the two questionnaires given at the beginning and end o f the 

experimental period. The question was posed as such: How do the subjects 

themselves feel about the role o f  the English language in everyday life and their 

own English language use after a minimum of six years o f  instruction? Overall 

the subjects reported positive feelings toward English despite also feeling that it 

is difficult. They also reported, as shown in Table 8.5, strong instrumental 

motivation to learn English and this is certainly a by-product o f the societal 

push for English, which is seen as an important part of globalization. Virtually 

all company jobs in South Korea, including ones where English is not used, 

require applicants to provide English test scores (TOEFL or TOEIC), or 

administer tests of their own, and these scores play an important role in the 

hiring process. Likewise, English test scores are required for internal promotions 

within companies. Individuals with low English tests scores simply do not get 

promoted. Given these realities, it is hard to determine how much the subjects 

really like English or are simply drawn to it out o f  necessity. This lack o f 

clarity in their feelings is shown in their claim that, despite the fact that they 

do not see English as being particularly useful in Korea, they will definitely 

continue to study it. These results, as shown in Tables 8.5 and 8.6, reveal an
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overall confusion on the part o f the learners relative to English. Similar

confusion can be found when looking at the results o f  the questionnaires as 

shown in Tables 8.4 and 8.7. The subjects’ beliefs about language learning, as 

shown in Table 8.7, vary greatly from their reported language experience, as 

shown in Table 8.4. It seems they want to practise language in context more, 

something they reported doing little o f in the classroom, but also find speaking 

the most difficult skill. Over 70% of both the ‘in’ and ‘out’ group members

think listening is the most important skill in language and this would seem to 

reflect how they think they use English outside the classroom.

8.7 Closing Remarks

The results o f this study depict an educational system in crisis. The time and

effort teachers and students put into English learning is not matched by the

generally low proficiency levels o f the students, even after a minimum of six 

years o f English instruction. In essence, the study notes a profound mismatch 

between the treatment o f English inside and outside the classroom; and no 

recognition seems to exist regarding how one affects the other, but the above 

results show that they do. The classroom treats English as an academic subject 

while society at large uses English as a communicative tool within a larger,
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deeply entrenched Korean system. How English and English learning is 

approached in the classroom and what occurs outside creates a volatile mixture 

which results in low English proficiency in the learners. Since it is virtually 

impossible for the teacher to control how language is used outside the classroom, 

any implications o f this study need to address what can be done inside the 

classroom. This is particularly important here as what is done in the classroom 

and how it is done is, in fact, partly responsible for the situation outside.

The main implication related to the classroom is that robust systems are 

not being built which include all the different types of lexical knowledge 

claimed by Nation (2001) to be necessary for a functioning lexical system. 

Because the subjects were able to show only certain types o f  lexical knowledge 

in their performance on the different tasks, it is not possible to say that a 

functioning system for English exists. Classroom exposure to only certain aspects 

o f lexical forms and the virtual lack o f meaningful practice creates a limited 

knowledge base for the learner development. The focus on rote memorization o f 

specific facts related to the target language - English -  does not lead to system 

building, as is reflected in the subjects’ rather poor performance on the 

competence-focused experiments. In the light o f this evidence, new approaches
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are necessary in the classroom. The detrimental effects o f teaching geared toward 

memorizing forms and facts for tests need to be mitigated by injecting more 

linguistic meaning and language use into the classroom. In addition, the 

classroom situation must somehow be better linked to the role o f the language 

as it is used outside the classroom.

A cognitive model o f language and language learning along the lines o f 

Lamb (1999) not only best explains what is happening but also provides a 

framework for the best treatment o f the situation. This type o f model, in close 

conformity with the most current neurological research (Ratey, 2001), takes into 

consideration the importance o f the environment in not only encoding (learning) 

but also storing and retrieving information. Once more, the focus is on building 

systems o f integrated information, not stacking loosely cormected facts on top o f 

one another. This type o f approach coupled with some basic tenets o f critical 

pedagogies, which would draw much needed attention to the local environment 

and how the learners and the language function in it, would bring welcome and 

sweeping changes to a system that currently yields precious few positive effects 

despite enormous outlay and effort.
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Chapter 9 Conclusion

9.1 Summary of Content

This thesis deals with the implications o f theories and applications thereof, for 

teaching procedures and outcomes in respect o f English language instruction in 

South K.orea. The basic conclusion o f this investigation is that it is detrimental 

for language learners for particular theories o f language to be implemented in 

teaching in a top-down fashion as they currently are in South ICorea. The 

findings here argue, rather, for an approach in which theories o f language are 

permeable to reflections on results o f language learning studies and insights from 

other disciplines. In such an approach, linguistic theories would become the 

centre o f such a series o f implicational cycles, and would be informed and

modified by empirical findings from various sources, occasioning in their 

evolution adjustments in the ways in which language would be conceived o f and 

taught. In this implicational model, the discipline o f linguistics would become

more fluid and would undoubtedly gain in validity. It is hoped that the present

study represents a contributory impetus in this direction.

In the first half o f this thesis, various theories were introduced and 

compared. This was done to establish not only the current conceptual frame

within which the English teaching enterprise in South Korea is constructed, but
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also to introduce alternative perspectives which have not yet been incorporated 

into standard theory or standard teaching practices (at least as far as South

Korea is concerned). First, general linguistic theories and theories o f language 

and the brain were dealt with. In the third chapter, theories related to the mental

lexicon were introduced. Finally, in the fourth chapter, theories related to the

acquisition o f language were covered.

In the second half o f  the thesis, evidence from Korean learners o f 

English was presented. A comprehensive set o f seventeen different tasks and 

their respective results were reviewed. The purpose o f these tasks was to gather 

as much information about the subjects, all o f whom were university students 

with a minimum of six years o f state school English, as regards their 

internalized systems o f English. The main pool o f subjects was made up o f  40 

individuals who had not been educated outside South Korea (the ‘in’ group). In 

addition, a small pool o f 5 individuals who claimed to have been in part 

educated outside South Korea was also included in the study. While the ‘out’ 

group was not large enough compare statistically to the ‘in ’ group it was felt 

that comparing the two groups in an informal manner might prove interesting.

The differing tasks were designed so that information could be gathered
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about the differing systems the subjects had for Enghsh. Five different rule- 

focused tasks were administered to try to determine the grammatical competence 

o f  the subjects, following the tenets o f the generative approach to linguistics. 

These rule-focused tasks were contrasted with connectionist-focused tasks, which 

were designed to determine how well the subjects were able to process language 

in a more holistic manner, following the tenets o f parallel processing and the 

cognitive linguistic approach. A series o f production-focused tasks was also 

administered to determine how well the subjects were able to produce language

both in spoken and written form. Subjects were in addition asked to perform 5

different lexical-focused tasks, the goal o f which was to determine the amount, 

strength, and type of lexical connections o f  the subjects. In addition to tasks 

requiring linguistic performance, two different questionnaires were also distributed 

to gather information about the subjects’ learning background as well as attitudes 

and feelings regarding English. The basic assumption was, that by gathering and 

analysing a wealth o f information about the subjects it could be determined what 

some o f their problems in English were, on foot o f  classroom experience

influenced by particular linguistic theories. Thus, it was hoped that the

information from the subjects could reveal where mainstream theories o f
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language (and resultant language teaching practices) might not be especially 

beneficial in their outcomes with specific reference to Korean learners o f English.

9.2 Hypotheses and Results

The overall hypothesis was that problems would be found among the subjects 

and that these problems would be somewhat different between the ‘in’ and the 

‘out’ group on the basis of their differing experience. It should be emphasized 

that all hypotheses were generated around the ‘in’ group as the principal 

research group and that the role o f the ‘out’ group was simply to allow the 

researcher to have an informal, preliminary glimpse o f  some data bearing on the 

question o f whether differing experience might contribute to differing results on 

the tasks. It was expected that the subjects would perform markedly better on 

the rule-focused tasks than on the connectionist-focused ones, but this did not in 

fact occur in the case o f  either group. Results for both types o f tasks were quite 

similar. The ‘out’ group did achieve higher scores on these two task types than 

the ‘in’ group, but not to the extent o f confirming the initial hypothesis. It was 

concluded, on the basis o f these results, that competence and performance are 

not best conceived as as distinct in the way suggested by generative linguists.

A second hypothesis - confirmed by the results - posited that the
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subjects would show a rather low level o f  productive ability in English as a 

result o f limited lexical connections. The rationale for this stemmed from the 

kind o f instruction and practice these subjects would have had in the English 

language classroom. As co-author o f the most widely used middle school English 

book in South Korea and a teacher trainer, the researcher is aware o f classroom 

practices. The general inability of the subjects to produce grammatically 

acceptable sentences on the production-focused tasks, despite the fact that this is 

one o f  the main goals o f middle and high school English education, only serves 

to underscore problems observed in the subjects’ linguistic competence on the 

rule-focused tasks. At the same time it was shown that the subjects did have 

rather extensive vocabulary, as had been hypothesized. The fact that they were 

not able to use these vocabulary items effectively leads to several conclusions. It 

would seem that they do not have well developed lexical connections. This leads 

to the further conclusion that overt teaching o f grammar, as is still the regular 

practice in South Korea, does not by itself lead to either measurable competence 

or measurable performance. Grammatical information may very well be lexical in 

nature. Further results from the English word association tests revealed a general 

inability o f the subjects to function in English. Responses, from both groups,
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were qualitatively different from those o f the native speaker control group. It 

was clear from the very high rate of schematic and syntagmatic associations, in 

addition to observed behaviour, that the subjects were translating from Korean to 

English while performing these tasks. The absence o f  clang responses and the 

low rate o f paradigmatic responses point to the conclusion that they simply 

either do not have phonological or lexical systems for English, or that it is 

impossible for them to suppress Korean and use what English systems they may 

have. In either case, the detrimental results o f an educational system in which 

meaningful exposure and practice is delayed until a certain level o f competence 

has supposedly been attained are revealed here. Evidence from the literature 

indicates that connections are established and maintained as a result o f 

meaningful practice (Banich, 2004) and that without such practice such 

connections will either not be built or will atrophy. The present data are 

consistent with this postulate.

The final hypothesis related to the subjects’ background and feelings 

regarding English. It was hypothesized, on the basis o f  the very high valorisation 

o f  English in Korean society as an academic tool, that the subjects would 

indicate positive feelings for English while simultaneously feeling pressured by
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English. This hypothesis, on the basis o f  information gleaned from the

questionnaires, was borne out. More interestingly and surprisingly, the subjects 

from both groups, revealed an overall lack o f awareness regarding their English 

learning history as well as their feelings toward English. The results o f the 

questionnaires reveal an overall confusion on the part o f the subjects, which is 

quite telling. On the one hand, they responded that English was very important 

in Korean society, so much so that they would continue to leam it, but they 

also reported very little use or indeed need for English outside the classroom. 

Some o f the subjects were not even able to accurately report when their English 

learning started. Taken together with the other results obtained, these results 

would seem to indicate lack o f systematic knowledge about English and its role 

on the personal level. It is hypothesized that this confusion is a reflection of 

societal confusion relative to English whereby English is over-valorised and

underutilized. Such results are not to taken lightly as they affect overall

motivation; it is noteworthy that the subjects from the ‘in’ group report more

instrumental motivation than those o f  the ‘out’ group, who have some experience 

using English in more meaningful ways in English-speaking environments.

9.3 Pedagogical Implications
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The results o f the study reveal an English education programme in South Korea 

in trouble. The principle subjects, all university students in a prestigious 

university in the Seoul area, were chosen both for their rather lengthy (minimum 

o f six years) exposure to English as well as for the fact that they had not been 

abroad for the purposes o f study. As such they can be seen as representing the 

South Korean English learner at slightly above the average level. The ‘out’ 

group was used to see if  meaningful differences could be found in the context 

o f a somewhat different type of exposure. What emerged from the results o f the 

17 different tasks they completed was that neither group had been able to build 

working systems in English and that even the knowledge in which they had 

been drilled on and which they had been repeatedly tested in their prior learning 

from middle and high school was at a very low level. Performance on both the 

rule/competence-based and the connection-based tasks hovered somewhere around 

50% on average for all skill areas. The C-tests generated a 43% rate o f 

accuracy despite the fact that they were designed from materials for elementary 

school students. Performance-based tasks revealed little ability to produce 

meaningful language beyond the sentence/phrase level and for many o f the 

subjects even this was very erratic. The word association tests showed that the
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English forms with which they were familiar were mediated through a Korean 

system.

These results raise the question; how can such a lack o f English 

linguistic systems arise in a context where English is a major focus. School

children and even adults typically spend several hours each week studying 

English, in addition to anything they are doing in their regular school timetable. 

They frequently attend language institutes, cram schools, or receive private 

tutoring at home. In the face o f the time and effort put into English learning, 

the poor overall results, particularly on the competence-based tasks, were

surprising. At the same time, the subjects did seem to know a fairly large 

amount o f vocabulary, especially as judged by performance-related tasks. The 

results o f the two questionnaires shed light on this situation.

One o f the major underlying concepts o f the cognitive approaches to

linguistics (Barlow & Kemmer 2000, Bybee 2001, Langacker 2002) is that how 

a language is used and experienced determines how it will be further used. 

Combining this basic usage-based idea, first espoused by Langacker (1987), with 

Canagarajah’s (1999) view o f critical pedagogies, we come up with a simple

idea -  look to the environment. Yet, this is precisely what is not done in South

369



Korea, as was revealed in the two different questionnaires the subjects completed. 

In the questionnaires the subjects revealed several strange dichotomies in relation 

to English in their lives and society while at the same time indicating little to 

no awareness o f the way English was used in South Korea. Many o f them 

reported doing nothing with English outside the classroom, and those who did 

report using English in the local environment, indicated they used it primarily 

for academic purposes. An ongoing study by Lee (2008), however, shows that 

English does indeed play an important communicative role in South Korean 

society. None o f the subjects here reported any awareness o f these uses o f 

English within Korean society for between Koreans. Nor is such a situation 

addressed in the classroom. As an expanding circle country, as defined by 

Kachru’s three circles (1988), English is a foreign language and as explained in 

detail in Keckses and Papp (2000) this means it is purportedly not used outside 

the classroom. These somewhat archaic ideas o f language contact (Hamers and 

Blanc 2000, Clyne 2003) do not accurately reflect the South Korean situation 

today as regards contact with English. Sadly, neither do classroom practices.

Although English is deemed as an important tool for success in South 

Korea, little has been done to providing an evaluation o f the real role o f
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English in society, o f a kind that might be used to change classroom goals and 

practices. As it is, the classroom functions very much separately from the 

outside world. English language learning is based on test preparation. In a study 

done by one o f the researcher’s master’s students several years ago it was found 

that students overwhelmingly prefer to simply learn testing strategies in relation 

to these tests that engage in useful language practice which might also help 

them achieve better scores on such popular tests as the TOEFL and TOEIC (Ha, 

2002). This tremendous pressure to do well on standardized tests imported or 

copied from inner core countries like the US and the UK permeates the English 

language classroom in South Korea. It is through such tests that individuals are 

supposed to prove their worth and they are expected to take such tests in 

English throughout their lives if  they are to be deemed successful. This virtual 

obsession with English as a tool for societal advancement ensures that people 

will deal with the language in a way characterized by Canagarajah (1999) as a 

mainstream pedagogical way. These mainstream pedagogies are supported by 

mainstream views o f language, best exemplified by the generative school o f 

linguistics (Chomsky 2000a).

The results o f this study reveal a very different reality in South Korea
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in relation to English. There is a contact situation and, as is predicted by the 

latest cognitive research (Banich, 2004), this contact situation leads to a blending 

o f  languages in a way not unlike that proposed in the dynamic model o f 

Herdina & Jessner (2002) or by Kecskes & Papp (2000) with their idea o f the 

Common Underlying Conceptual Base (CUCB) Such ideas are compatible with 

basic ideas o f cognitive linguistics although the above-mentioned authors have 

yet to make such a connection. More importantly, the results o f the range o f 

tasks conducted here are also explicable in terms o f  such theoretical frameworks.

The English education system in South Korea is largely a product of 

two main mistakes. First o f all, there is an over-reliance on sets o f norms 

brought in from the outside via imported tests and materials or local renditions 

o f such materials. This creates a classroom situation focused on rote 

memorization o f forms and facts about language. The pressure o f exams that 

were designed for very different purposes and a different pool of test-takers 

ensures a classroom focused on forms but not how to use them. As a common 

example, seventh grade students in Korea already start cramming for the TOEFL, 

a test designed for university and post graduate students. Second, the almost 

complete ignorance o f the role o f English outside the classroom creates a
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situation in which Enghsh is constantly being used but within a Korean system. 

This exposure to and use o f English through Korean makes the development o f 

a functioning English system virtually impossible. Forms encountered in the 

classrooms are quickly localized into the surrounding environment. People think 

these words are English because they look and sound different (even if rendered 

in Hangul) but they are not used in English ways.

This blending o f English and Korean at the lexical level, as was shown 

in the word association tests, has a profound effect on further leammg and 

language use, as was shown in the subjects’ poor performance on the other tasks. 

What was most surprising was that overt grammatical knowledge which the 

subjects were taught in school was also shown to be weak. This is precisely the 

type o f  knowledge which is tested on the South Korean University Entrance 

Exam and the subjects at some point in the relatively recent past would have 

had to had a rather good fix on this knowledge in order to have entered the 

university they are attending. Yet performance on experiments designed to 

measure this type o f knowledge, albeit in a slightly different context, yielded 

much poorer than expected results. It would seem that without a rich lexical 

base other types o f linguistic information are indeed hard to access.
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9.4 Future Research

This thesis has argued for the need o f more imphcational feedback loops from 

the classroom back to theories and has presented itself as a contribution to 

moving things in such a direction. In gathering rather comprehensive data about 

two groups o f learners, this thesis can claim to have succeeded in pointing to 

particular problems Korean learners have with the English language and how 

these problems are realized on a systematic level. Each successive task the 

subjects performed was able to shed light on performance on other tasks in the 

series. The overall finding was that knowledge o f  language, which is generally 

what Korean learners are exposed to in the classroom, is not enough without 

practice. Knowing the forms o f words, for example, is simply not enough. 

Lexical systems need to be built, systems which seem to form the basis o f 

language, for without them the ability to use a language is greatly limited, as a 

was shown here. The thesis has also pointed to links between the results and 

the societal situation. Additionally, a variety o f different theories and theoretical 

areas have been discussed together for the first time. It is hoped that they will 

be integrated into a more comprehensive model at a later date.

On the down side, exact pedagogical implications cannot be inferred on 

the basis o f the results o f this thesis. Classroom observations reflecting exactly
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how Enghsh is taught in South Korea were not undertaken. Rather, claims were 

made on the basis o f the researcher’s experience as a textbook writer and 

teacher trainer within South Korea. A study showing more direct links between 

classroom experience and the internal systems o f learners would be a valuable 

follow-up to this research. Additionally, while some interesting results were 

gleaned from the inclusion of the two different groups, it emerged that the ‘out’ 

group was neither large enough nor sufficiently different from the ‘in’ group to 

provide a solid point of comparison. In future a study with a true ‘outside’ 

group o f the same size as an ‘inside’ group could usefully rectify the above- 

mentioned deficiencies. In the present study, no account o f level was taken. A 

cross-sectional study in which subjects o f different levels would be compared 

and contrasted would shed much needed might on the process o f how learners 

in places like South Korea do manage to achieve higher proficiency. Finally, the 

study found that the environment outside the classroom also seemed to play an 

important role in the learning process for South Koreans regarding English. A 

comprehensive study o f the environmental conditions regarding the interplay 

between Korean and English outside the classroom would be both interesting and 

important for teachers in the perspective o f implementing aspects o f critical
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pedagogies into the local system o f English language education.

The general nature o f this thesis has opened up more questions than

have been answered, but such questions could have a useful role in impelling

linguists, researchers in cognitive neuroscience, and language teachers to begin to 

tackle the big issues o f how these three currently disparate fields can be 

effectively integrated. It is hoped that the issues raised here will contribute to

the bringing about o f just such an integration.
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Appendices

Appendix A -  List of Tasks

Schedule for Tasks

Task Name/Type Date Duration Location

Pre-questionnaire Week 1 25 minutes In class

Word Association (Written 

- Korean)

Week 3 15 minutes In class

Writing - Complete the 

Sentence 1

Week 4 20 minutes In class

Word Association (Written 

- English )

Week 5 15 minutes In class

Writing - Complete the 

Sentence 2

Week 6 20 minutes In class

Word Association (Spoken 

- Korean)

Week 7 15 minutes Interview - out of 

class

Complete the Sentence - 

Speaking

Week 8 15 minutes Interview - out of 

class

Word Association (Spoken 

- English)

Week 8 15 minutes Interview - out of 

class

Functional Writing 

(Korean)

Week 8 65 minutes Take home

Functional Writing 

(English)

Week 8 65 minutes In class

Reading and Listening 

Grammar Judgments

Week 10 50 minutes In class

Listening Comprehension Week 11 30 minutes In class

Reading Comprehension Week 12 30 minutes In class

C-tests Week 13 25 minutes In class

Post-questionnaire Week 14 25 minutes In class

Functional Speaking 

(English)

Week 15 25 minutes Interview - out of 

class
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Appendix B -  Reading Grammaticality Judgment Tasl<

Reading Grammar Judgments

Student Name: __________________________

Student Number: _______________________

Time - 25 minutes (including the reading of the directions)

This section is designed to measure your ability to show judgments on what is 

appropriate language for standard written English. There are two types of questions in 

this section, with special directions for each type.

Part 1

Directions: Questions 1-15 are incomplete sentences. Beneath each sentence you will see 

four words or phrases, marked (A), (B), (C), and (D). Choose the one word or phrase 

that best completes the sentence. Then, on your exam sheet, circle the letter of the 

answer you have chosen.

Look at the following examples.

Example 1 

Sample Answer

The pres iden t________________  the election by a landslide. (A) (B) (C) (D)

(A) won

(B) he won

(C) yesterday

(D) fortunately

The sentence should read, “The president won the election by a landslide." Therefore, 

you should choose (A).

Example 2 

Sample Answer
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When the conference? (A) (B) (C) (D)

(A) the doctor attended

(B) did the doctor attend

(C) the doctor will attend

(D) the doctor's attendance

The sentence should read, “When did the doctor attend the conference?” Therefore, you 

should choose (B).

Now begin work on the questions.

1. When I was young, I ____________ envied by my friends.

A. was

B. did

C. have

D. is

2. Beth tried _______________________ a question.

A. for Bill to ask

B. to ask

C. for to ask

D. it

3. Henrietta thinks _______________________ .

A. whose dog was responsible

B. your dog

C. your dog was responsible

D. William’s dog

4. Carol believed _______________________ .

A. that she had spent 5,000 dollars

B. she had spent how much 5,000 dollars

C. how much money

D. how much money she had spent
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5. A hero of the war of 1812 ___________________  president of the United States..

A. later became Andrew Jackson

B. that Andrew Jackson later became

C. who was Andrew Jackson

D. Andrew Jackson later became

6. The ___________________that the earth is flat is a problem.

A. ignorance

B. expertise

C. belief

D. attention

7. One day, I met a friend ____________  at KAL.

A. that work

B. works

C. who works

D. who children has

8. Nowadays, after ____________  and even having a baby, women want to work outside

the home.

A. getting marriage

B. man challenged

C. getting married

D. married

9. Every night, my son says goodnight, _________  me. and goes to bed alone.

A. kiss

B. cries

C. smiling

D. kisses

10. Even ___________________  there are many good reasons to live together before

marriage, it’s not right to me morally.

A. if I know

B. whether I know

C. I know

D. for to know
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I

11. I strongly believe that some television show s________________  banned.

A. be put

B. must have

C. could

D. should be

12. It seems ___________________rain tomorrow.

A. that happen

B. that it will

C. mostly

D. except maybe

13. We believe John dislikes _____________ .

A. other

B. ourselves

C. himself

D. he

14. Pete has often visited Grandmother, but Bill __________________.

A. has

B. never has

C. has never

D. Never so much

15. _________________________  stop the policy of English Education for primary school

students?

A. Why the next government will

B. Why will the next government

C. How the government

D. Why did the next government

Part 2

Directions: In questions 16-40, each sentence has four underlined words or phrases. The 

four underlined parts of the sentence are marked (A), (B), (C), and (D). Identify the one 

underlined word or phrase that must be changed in order for the sentence to be correct.
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Then, on your test paper, circle the letter of the part that you feel makes the utterance 

incorrect.

Look at the following examples.

Example 1 

Sample Answer

The four string on a violin are tuned in fifths. (A) (B) (C) (D)

A B C D

The sentence should read, “The four strings on a violin are tuned in fifths." Therefore, 

you should choose (B).

Example 2 

Sample Answer

The research for the book Roots taking Alex Haley twelve vears. (A) (B) (C) (D)

The sentence should read, iThe research for the book Roots took Alex Haley twelve 

years.i Therefore, you should choose (C).

Now begin work on the questions.

16. Children usually go on several institutes right after school finishes.

A B C  D

17. The computer games make students waste their valuable t ime.

A B C  D

18. Philip claims that he not sold the ring Martha gave him.

A B C D

19. Some say Spain’s growing appetite for fast food is undermining the country

A B C D

healthy Mediterranean diet.
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20. The region's human population, the especially vouno. suffer severe and

A B C

widespread health problems.

D

21. In 1984, an exhibition of Pre-Raphaelite paintings was hold at the Tate Gallery in 

London. A B C D

22. The normal credit card has a magnetic strip that holds 1,700 Wts of informations.

A B C D

23. All we believe that everything that has a life is valuable and important.

A B C  D

24. The first professional baseball game it took place in 1846 when the New York

A B C

Nine defeated the New York Knickerbockers.

D

25. I cared about teaching fine arts more when I am in school than at home.

B C D

26. The most memorable moment in my life was happened 15 years ago.

A B C D

27. We ail know that housework are verv difficult.

A B C D

28. There are many wavs we can reduce to stop air pollution.

A B C D

29. Our present environment is destroying more seriously every day and may already

A B C

be damaged.

D
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30. Most people are fallen in love and marry with somebody before they die. 

A B C D

31. After a few minutes arrive his girlfriend with her whole family.

A B C D

32. It is general ly said that Korea society and culture are based on Confucianism.

A B C D

33. If you do not know the answer, you can find that in any good English dictionary.

A B C D

34. The thing he should have remembered wasn’t to worry.

A B C D

35. From 1785 to 1790, the capital of the US js located in New York City.

A B C D

36. My father doesn' t want his my daughter to go abroad to study and live alone.

A B C D

37. jVe been to New York as often as IVe to London thjs year.

A B C D

38. People wonder how does China with a population of 800 million could possibly

A B C

be ignored.

D

39. As you may know. Seoul is one of the most famous city in the world.

A B C D

40. Ending a sentence with a preposition is something up with I will never put.

A B C D
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Appendix C -  Listening Grammaticality Judgment Task

Student Name: 

Student Number:

This is a test of your ability to determine grammaticality of spoken English. You will hear 

20 groups of sentences. Each group consists of two sentences in which one sentence is 

acceptable and the other is not acceptable. For each group you will need to identify the 

sentence that is acceptable. Put a circle around the letter of the acceptable sentence. 

Here is an Example:

A. Martha lives in the house that John sold to her.

B. Martha John her to sold house in lives.

Obviously A is acceptable while B is not. The letter you should have circled, therefore, is 

A. Now. let’s start.

1. A B

2. A B

3. A B

4. A B

5. A B

6. A B

7. A B

8. A B

9. A B

10. A B

11. A B

12. A B

13. A B

14. A B

15. A B

16. A B

17. A B

18. A B

19. A B

20. A B
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Listening Grammaticalitv Judgments - Tapescript

IA . The king kept putting his gold under the rug.

IB . The king putting his gold under the rug.

2A. The mayor gave John some good advices.

2B. The mayor gave John some good advice.

3A. This man going to the station.

38. This man is going to the station.

4A. Jack read the book that Maria bought it for him.

4B. Jack read the book that Maria bought for him.

5A. No one saw the accident.

5B. Anyone didn’t see the accident.

6A. The man wants to leave the meeting.

68. The man eager to leave the meeting.

7A. The men doctors of medicine.

78. The men practice medicine.

8A. Fred seems fool about money.

88. Fred seems foolish about money.

9A. The professors know everything.

98. The professors knowing everything.

10A. He knows the answer.

10B. I knows the answer.

11 A. Joe will is quiet.

11B. Joe will be quiet.

12A. Being able to work is important to her.

12B. Canning work is important to her.
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13A. John walked to the door.

13B. John carried to the door.

14A. It is fun to be noisy.

14B. It is fun to being noisy.

15A. John does has gone to the library.

15B. John has gone to the library.

16A. Alice gave the book to the library.

16B. Alice gave the book into the room.

17A. She musts have forgotten the beer.

17B. She must have forgotten the beer.

18A. Jim says that Smith is a liar.

18B. Jim considers that Smith is a liar.

19A. Joe hoped for Beth to find a solution. 

19B. Joe hoped to find a solution.

20A. You don’t want to tell me that girl.

20B. You don’t want to tell me about that girl.
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Appendix D - Written Sentence Completion 1

Student Name: ______________________

Student N um ber:_____________________

Below you will find sentences that have been begun but not finished. Please finish the 

sentences as best you can, paying close attention to the grammaticality of the sentence 

you create. Below you will find an example.

Example

John was sure ...................................................................... .

1. The man wanted to ..... ...............................

2. Bob was walking toward ............................

3. The porcupine bit ..... ....................................

4. John was pulled ..... ......................................

5. Biff tried ..........................................................

6. The student was hoping that her brother

7. John wanted to know .................................

8. It was the horrible dog ..............................

9. Who do you think ........................................

10. John ate the pizza in one ......................

11. Mary wondered ..........................................

12. She believed ..... ..........................................

13. Mrs. Jones ate ...........................................

14. She is very .................................................

15. The teacher believed the door ..............

16. W ho’s the guy ............................................

17. Was the accident seen ............................

18. For him to lie .............................................

19. Mr. Smith believed that ...........................

20. That was what the man had .................

Sentences are taken from Rutherford (1998).
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Appendix E - Written Sentence Completion 2

Writing Create/Complete the Sentence 2

Student Name: _____________________

Student Number:____________________

Below you will find 10 sentences under each sentence are two incomplete sentences. 

Use your knowledge of English to finish each sentences as best you can, paying close 

attention to the grammaticality of the sentence you create. You may add some function 

words if necessary, but make sure you do not change the meaning from the sentence 

above. Below you will find an example.

Example
John is my best friend.

It is _____   .

My best friend

1. He should bake a cake.

Should ?

A cake

2. Tell me where the concert is this evening.

Where ?

The concert

3. The story was believed by the villagers

The villagers ____________________________

Was the story ?

4. It is likely that John will go.

That John

Likelv that

5. There lived an old woman in the house.

An old woman

In the house
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6. Does he have any ice cream?

He _____________________________

Is i t _______________________________________________ ?

7. A lot of people saw the accident.

The acc iden t_____________________________ ___________________________

Was the a cc id e n t____________________________________________________ ?

8. The president will invite me to his house.

Will _________________________

His house _____________________________

7

9. You’re thinking of taking a trip with whom?

Who ____________________________________________  ?

A trip ___________________________________________

10. He doesn’t want it to continue to be windy.

To continue to be windy __________________________

What he doesn’t want is
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Appendix F -  Spoken Sentence Completion Task

Speaking Com plete the Sentence

Student Name: _____________________

Student Number:____________________

This is a sentence completion test. You will hear the beginning of 10 different sentences. 

The sentences are not complete. Use your knowledge of English to finish each sentences

as best you can, paying close attention to the grammaticality of the sentence you create.

Now, let’s try an example.

Exam ple

John is ___________________________________________________ .

1. The plant stood ___________________________________________________________________ .

2. John gave _________________________________________________________________________.

3. I promised ________________________________________________________________________.

4. The weather bureau predicted _____________________________________________________ .

5. The police can easily be blamed ___________________________________________________.

6. We wondered _____________________________________________________________________ .

7. James met the beautiful ___________________________________________________________.

8. Me in school was __________________________________________________________________.

9. What did you _____________________________________________________________________ ?

10. I got an A _________________________________________________________________________.
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Appendix G -  Functional Writing Test (English)

Functional Writing (English)
student Name: ____________________________

Student Nunnber: __________________________

Directions: This is a test of your ability to write in several different kinds of situations. 

There are five tasks on the test. You should try to complete all five in the time allowed. 

You will have 60 minutes to complete the test. There are no right or wrong answers. 

Just do your best in the time allotted. There are directions which tell you about each 

task. Included in the directions are suggestions for length and the amount of time spent 

on each task. Make you read all parts of ttie directions and follow them carefully. Write 

all your answers in English. Have fun.

° 1  7 ^ 1  c f s -

7 | - x l  o j _ D ^  ^ 0 ) ^ 1  A l ^ V  oVoil  a I t V o ] ^

A)7^V oVoi) c fs f l 74zV o |

oJ ° d )-T:]- A l7 ^ 0 ] u l -  7 j o | o ]  ^ o ] :  SV o) ^  ^  u | C f , ^  ^

7)1 ^

Task 1

Tomorrow is your little brother’s first day at international school. He needs to buy many 

new things for his class. His teacher is going to take the students on an outing to a 

bookstore. Make a list of the things he will need for school that he can show his teacher, 

(listing, 2 minutes)

( ^ - . -S -A l^ ^  2 § - )

'3]-m e]-J57o)l l - 7 d l - O l

C l lE l i

Example: Several pencils ' S s #
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Task 2

You promised Nicole, your cousin who just arrived from England, that you will meet her 

in Lotte World at 4 pm today. Unfortunately, your statistics midterm was moved from 2:00 

pm to 4:00 pm today. Nicole has no cell phone and no one answers the phone at her 

house. Leave a message explaining the situation for Nicole which you will hang on the 

door of her house. (3-5 sentences, memo, 3 minutes)

-8 - ^ 1  “a n l -  4 A ]  o i l  o \ ] M  ° i q - 7 )

S. a] ^  o] 4a]s. ^

Si^l S l i ,  l ! ° l l£

(3 -5^=^  ± ^ a]7̂ V: 3 ^ )

Task 3

Suzy, your foreign friend, is an avid reader and is particularly interested in history and 

East Asian Studies. She is going to come to Korea to work for one year and wants you 

to tell her about the bookstores here and how she can get books so she can decide 

whether to bring lots of books or not. E-mail Suzy and tell her about the best possible 

bookstores in Korea she could go to to find her books. (5-7 sentences, email, 10 

minutes)

^ 7. ]^  r t A f s ) -  f - y -  o | -A lo> s ) -o i l  J V A l o l  Ol

a l l - ^  1 - i  Stfo): Sl-^xl

s f i ^^1 qlsll °le] “a-i
C’ltH l'HS. a i^ 7 l-  ^  f -

^  ^

( 5 - 7  i h ^ A l ^ V :  1 0 ^ )
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Task 4

You just moved into a new foreign-run apartment in Hannam-dong. Two days later, you 

become aware of some defects in your kitchen, such as a leaking faucet, and missing 

handles on the cabinet doors. Also, the bathroom toilet continues to run and the water is 

quite rusty, plus the front door hinge is rusty and creaks when you open and close the 

door.

Write a letter to the building supervisor Mr. Smith specifying the defects noted in your 

apartment and requesting prompt repair of these defects. (10-13 sentences, formal letter. 

15 minutes)

qv o l A f  o l f - o ]  xjul-A-l ^ < 0

^ 1-°1
n  ^^#^1 cflsii Q j-eij/ ^-a|

M]

(10-13^^J- >^2], 15^ )
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Task 5

Recently southeast Asia has been prey to a series of deadly bombing attacks. There has 

been widespread speculation in the international community that these bombings have 

been carried out by Muslim terrorists. Because of this, most Southeast Asian Countries 

tightened their security especially towards people from the Middle East. The Korean 

government is considering passing a measure rescinding the work visas for all Muslims in 

Korea, in effect forcing them to leave the country. An international news magazine has 

asked you to write a short editorial expressing your opinion on this thorny issue. Be sure 

to support your opinion. Your essay will appear in the next issue of the magazine. (30 

sentences, essay, 30 minutes)

5 . # ^  E l ) e i e l ± E o i i  <̂ l e i ^

OlfV Hi 4 1 -  til u f711 5 } ^
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Appendix H -  Mate Scales

The Major Levels (Speaking) (Van Vlack, 2002a; 8-9)

Expert can participate fully and effectively in both formal and informal 

situations on topics related to areas o f interest both personal and 
professional
provide a structured and well-supported argument to defend a

position and explain opinions completely
develop an effective hypothesis using extended discourse
deal with any unfamiliar situation
no patterns o f errors
discuss topics concretely and abstractly

Commanding can participate actively in most informal and some formal
situations on topics o f personal and public interest
deal effectively with unforeseen complications through a variety of
communicative devices
narrate and describe in all major time frames
can sustain a conversation o f paragraph length while retaining
suitable accuracy and confidence
can speak generally and concretely
can compare and/or contrast a familiar topic

Moderate can take part in simple, direct conversations on predictable topics

related to daily life and immediate surroundings
offer and elicit information by asking and answering questions
can create with language and communicate meaning o f  a personal

nature to a sympathetic listener by combining language elements
into separate sentences or short strings o f sentences
start, hold, and end basic communicative exchanges
are able to survive in the target language culture by being able to

communicate personal needs and social demands
Rudimentary can respond to simple questions relating to daily life

can express minimal meaning to those familiar with non-native
speakers by using words, lists o f words, memorized phrases, and
memorized recombination o f words and phrases
can deal with only a limited amount of immediate needs
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The Major Levels (Writing) (Van Vlacl<, 2002b: 7-8)

Tlie Major Levels (Intermediate)

Expert can write fully and effectively both formally and abstractly on a 

wide variety o f topics both personal and professional for a variety 
of needs
can provide a well-structured and well-supported argument to 
defend a position and support opinions completely 
can develop ideas using extended discourse 
no patterns o f errors

Commanding can narrate and describe using all three major time frames 
are able to create and sustain writing o f paragraph length while 

retaining suitable accuracy and breadth o f  expression 
can write formally as well as informally, but in highly restricted 
topic areas
Writing is marked by a readily noticeable amount o f flow, clarity 
and connectedness

Moderate can engage in simple, informal, direct writing situations on topics 
related to personal interest
can create language by combining words into phrases and phrases 
into clauses which indicate complete idea (simply put, they are 
able to create rather awkward sentences o f  heir own design) 
their writing, though there may be many flaws, is basically able to 
be understood by someone not used to dealing with non-native 
writers

Rudimentary can use words and phrases to express minimal meaning
can only respond to inquiries about immediate surroundings and
personal needs
have great difficulty following the rules o f  spelling and 
punctuation
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The Rating Scales

Speaking

Major Level Sublevel

Expert
Expert

Emerging

Commanding

High

Mid

Low

Emerging

Moderate

High

Mid

Low

Emerging

Rudimentary High

Mid

Writing

Major Level Sublevel

Expert Expert

Commanding High

Commanding

Moderate High

Mid

Low

Rudimentary Rudimentary
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Appendix 1 - Number Conversions for Functional Tasks

Functional Writing Task Functional Speaking Task

Expert 8 Expert

Commanding High 7 Expert Emerging

Commanding Commanding 6 Commanding High

Moderate High 5 Commanding Mid

Moderate Mid 4 High

Moderate Low 3 Commanding Low

Rudimentary High 2 Low

Rudimentary Mid 1 Commanding Emerging

High 

Moderate High 

High

Moderate Mid

Moderate Low/

Low

Moderate Emerging 

Rudimentary High 

Rudimentary Mid

18

17

16

15

14

13

12

11

10

9

8

7

6

5

4

3

2

1
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Appendix J -  Reading Comprehension Test

Reading Comprehension

Student Name: 

Student Number:
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R E A D IN G  U N I T  1 
BEES

The hillowing in to rm jtion  i-» trom  a booklet about bees. R etcr to  tlie inlVirnutioti to answer
c>

tlic questions below.

COLLECTING NECTAR

Bees make honcv to  survive. It is their onlv essential Uiod. II there arc 60 ,000  bees in 
j  hive alx)ut one th ird  ot them will be involved in gathering nectar which is tlKTi m ade into 
honey hv the house bees. A small num ber ot bees w ork os ta ragers or searchers. Fhev Find 
a .source ol nectar, then re tu rn  to the hive to  tell the o ther bees w hea ' it is,

R irjgors let the other bees know where tlie sourx'  ol tiie nectar is 
which gives intum iation about the direction and the distance the bees will need to  Hv. Durin£j 
this dancc the Ixre shakes lier abdomen lam i skic to  side while running in circk’s in the shafx^ 
c)l t'lgure S.The rlancc tollows the pattern shown on the following d ia ^ a m ,

bv pertorm ing a clancx

The diagram  shows a l">cc dancing inside the hive on the vertical facx; ol the honevcxjmb. 
If the m iddle p art o f  the figure 8 points straight up it m eans that bees can find the lood if' 
thev llv straight tow ards the sun. If the nn'ddle part of the figure 8 points to the righ t, tfie 
fcK>d is to the right o f  the sun.

The distant-e of the lood trom  the hive Ls indicated by the length o f  tim e that the bee 
shakes her abdom en. II the food is qu ite near the lice shakes her abdom en for a sliort tim e. 
If it is a long wav away she .shakes her abdom en for a long tim e.
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MAKING HONEY

W hen tlie bees arrive  at the lu've carry ing  ncctar they give this to  the house bees.T he 
house bees move the ncc ta r an)uncl w ith tlieir m andibles, exposing it to the w arm  dry  air 
of the hive. W hen  it is first gathered the ncctar contains sugar and m inerals m ixed w ith 
about S0°-'o w ater. A lte r ten  to  tw en ty  m inutes, w'lien m uch of the excc.vs w a te r  has 
evaporated, the house Ix’ cs put the ncctar In a ctH in the honeyc'omb w here evaporation 
continues. A fter th ree  davs, the honcv in the cells tx>ntains abou t 20%  w ater. At this stage, 
the bees covcr the cclls w ith lids which they m ake out o f  beeswax.

At any one tim e the bees in a hive usually gather ixrctar from the same type ol blossom  
and Irom  the same area. Some ol the main sourtx's ol ncctar are fru it trees , clover and 
flowering trees.

GLOSSARY

bouK N e  a worker hoc which works inside the hive
nhiihiibk ninuth part

R q irm lu iv d  iVuiii “K u m  S w t- t  l lu i i i” .

N j t i i j i u l  F V 'u n tlii iu ii  I n r  l i t l i i c j i i o i u l  R t * a r i ' t i

Sam ple Q uestion I (Multiple Choice)

WHAT is  TH€ PURPOSE OF TH € SCES-* OAHCE?

A T o  CEtCBRATE t h e  SUCCESSFUL PRODUCTION OF HOWEV.

6 To iN o icA T €  THE TYPE oF pLA,*gT THE FoMGERS HAVE FqUaJD. 
C To c e l e b r a t e  t h e  81RTH OF A NEW QUEEN BEE,

Q  T o  (NDfCATE WHERE THE Fq RAGERS HA\/E Fq UND Fq o D.

Sample Q uestion 2 (M ultiple Choice)

WHAT iS t h e  MAiN DrFFERENCE BETWEEN NECTAR AND HoN EY ^ 

^ H E  PROPORTION OF WATER iN THE SUBSTANCE.

S THE PROPORTION OF SUGAR T o  ?^iNERALS (N THE SU&STANCE.

C THE TYPE OF p W N T  FRo/^ WHiCH THE SUBSTANCE iS GATHERED. 

D t h e  TYPE OF 6EE WHiCH PROCESSES THE S UB STA NCE .

Sample Q uestion  i  (O pen C oastructed  Rcspoasc)
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iN TH€ 0ANC5> WHAT DOfS THe S€G DO TO -SHoW HoW  FAR T H t FOOD iS FR-oM 
THE HiVe?

Sample Question 4 (Closcrl Constructed Response,i
W'R:iT€ DOW.M T H R ff  oF THE m iN  SoUf^ceS qF fjecTA??:. 

4, __________________________

z. _________________________
?. __________________________

READING UNIT 2 

IN  POOR TASTE

The fo llow ing ; le tte r appc.ircd in ancvvspjaper in  1997. R e ie rto  the  le tte r  tf> answer the 

questions below.

IN POOR TASTE 

jrom A rn i'L I ju^o

D id  vcju kn o w  that in 1996 we spent a lm ost the same am ount o n  chocxjlate as our 

g ove rnm en t s[x :n t on f i\erseas aid to  help the poor?

C o u ld  there  be so n ic th iin j w rtjn g  w id i o u r p rio ritie s?

W ha t are you go inu  to do about it?

Yes, you.

A rn o ld  jagcj,

M ild u ra

-Soura’: TheA^e, l^ '.^pril, 1W7.

Sample Question 5 (Multiple Choice)

/?R./goi-D k G o 'S  A)M iN THE LeTT fR  i5 TO pREVOKE 

0 G U i l T .

B /\MuseM€/gr.
C FfAR, 

D SATrSFACTiOAJ.
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Sample Question 6  (Open-Consti uctccl Respoasej

w'H/ST OF RespoiMSe o r  a c t I o n  d o  y o U  iH iig K  ^R./goLD jAGo  W o u ld  trKe 
HrS UTTCR To pf^Oi’̂ P T ^

RHADING UNIT i 
A  JUST JUDGE

R efer to  the f o l l o w i n g  s to ry  “ A  Just Judge" to  aaswcr the cjuestions below.

A JUST JUDGE

•An A lg c r ijn  Icin^ named Baujlca.s w anted to  find  o u t w he the r o r  n o t i t  was tru e , as he 

had been to ld , that in  one o f his c ities lived a just judge w ho could instan tly  d isccrn  the 

t r u th ,  and from  w hom  no iDgue was ever able to  conceal him .scll. Eiauakas exchang^ed 

clothes w ith  a m erchant and w en t on  horseback to  the  c ity  w here the ju d ^c  lived.

.̂ Xt the entrance to  the c ity  a c r ip p le  approachcd the k ing  and begged alms o f  h im . 

Bauakas ^avc h im  m oney and was about to  con tinue  on his way, bu t the c r ip p le  c lung  to  his 

ckjtiiingr.

“ VV'hat do  vou wish?”  asked the king. “ Haven’ t I g iven you money?”

“ You gave m e alnis," said die c r ip p le ,“ now  g ra n t me one favour. Le t me rid e  w ith  vou as 

far a* the c ity  square, o the rw ise  the horses and camels may tram p le  me."
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BaLkikas sat the c r ip p le  behind h im  on tlie  lio rse  and to o k  h im  as tar as the  u t v  square. 

There he ha lted  his horse, but the CTipple refused to  d ism o u n t.

“ W e have a rrived  at the square, w hy  d o n ’t vou  g;ct ofT?" asked Bauakas.

“ W h v  should 1?’  the  beggar rep lied . ‘T h is  horse belong^ to  me. I f  vou  are u n w il lin g  to  

re tu rn  i t .  we shall have to  jro to  c t ju r t ."

H e a ring  t l ic ir  q u a rre l, people  ija thered a round  th e m  shou ting :

“ G o  to  the judge ! He w il l  decidc betw een v o u !”

Baunkxs and the c r ip p le  w en t to  the judge. There  w ere o the rs  in c o u r t ,  and the judge 

called upon  each one  in tu rn , Betorc he came to  Bauaka.s and tiie  c r ip p le  he heard a scholar 

and a peasant, f l ie v  liad com e to  ».T)urt over a w om an : tiie  [jeasant said she was his w ile , and 

the scho la r said she wa> h is .T he  judge heard th e m  b o th , rcm a incd  s ilen t to r  a m o m e n t, and 

then  said:

“ Leave the w om an here w ith  m e, and ct>mc back to m o rn iw . ’

W hen  they had gone, a b u tch e r and an o il m erchan t came beionc the  judge. The bu tche r 

was covered w ith  b lo o d , and the o i l  m erchant w ith  o il.  In his hand the  b u tch e r he ld  some 

m oney, and the  o il m erchan t he ld  o n to  the b u tc h c r s hand.
J

“ 1 was buy ing  o il Iro m  this m an,’  the b u tch e r .said,“ and w'hen 1 to o k  o u t m v purse to  pay 

h im , he seized m e by the hand and tr ie d  to  take a ll mv m oney away fro m  m e.Tha t is w hv  we 

have com e to  you — I ho ld in g  o n to  m y purse , and he h o ld in g  o n to  m y hand. But the m oney is 

m in e , and he i.s a tlTiet."

Then  the  o i l  m erchant .spoke.‘T h a t is no t tru e ,"  he s a id . 'T h e  b u tch e r came to  me to  buy 

o il,  and a fte r I had poured  h im  a fu ll jug , he a-sked me to  change a go ld  p iecc fo r  h im . W hen 

I to o k  o u t m y m onev and placed i t  on a bench, he seized i t  and tr ie d  to  ru n  o ff. I caught h im  

by the  hand, as you see. and b rough t h im  bene to  yo u .’

T he  judge rem ained silent fo r a m o m e n t, then  said; “ Leave the  m oney here w ith  m e, and 

a )m e  back to m o rro w .’

W hen  his tu rn  camc, Bauakas to ld  w ha t Ivicl happened .T he  judge lis tened to  h im , and 

then  asked the beggar to  .sj^eak.

“ .̂ 11 that he said is u n tru e ,"  said the  beggar. “ H e  was s itt in g  on the  g ro u n d , and as I rode 

t l iro u g h  tl ic  c ity  he asked m e to  le t h im  ride  w ith  me. I .sat h im  o n  m y horse and to o k  h im  

w h e re  he w an ted  to  go. B ut w hen w c go t there he refused to  get o f f  and said tfia t tlie  horse 

was h is, w h ich  is n o t tru e ."
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rhc juflgc thought for a m o m en t, then said, “Leave the horse hctx: w ith  m e , and a )m c  
hack tom orrow .”

The lollowine; dav manv people g<ithctx;d in co u rt to  hear the judge’s dcci.sions.

First cam e tlic scholar and the peasant.

“Take your wife,’ the judge said to  the scholar,“and the peasant shall he {riven fifty stn>kcs 
ot the lasli."

The scholar took his wife, and the peasant was given his puni.shmcnt.

Then the judge called the butcher,

“The money is yours,” he said to  him. And pointing to  the oil m erchan t he said: “Give 

him fiftv strokes ol the lasli.”

He next called Bauakas and the cripple.

“W ould you he able to  rccxignise your horse am ong tw enty others?” he asked Bauakas.

“1 would.* he replied,

“ And you?’ he asked the cripplc.

“I would,* said the cripple.

“Com e w ith me,” the judge said to Bauakas,

They w ent to the stable. Bauakas instantly pointed cjut his horse am ong the tw enty others. 
Then the judge called the cripple to the stable and told him to point ou t the h o rse .T h e  
cripp le  recogni.sed the horse and pointed to  it. The judge then re tu rn ed  to  his seat,

“Take the horse, it is yours,* he said to  Bauakas. “Give the beggar fittv strokes o f  the lash."

W hen tlie judge left the cou rt and w ent hom e, Bauakas tollowcd him .

“W'hat do you want?” asked the judge. “ Are you not satisfied w ith  my decision?*

“I am satisfied," said Bauakas, “But 1 should like to  learn how vou knew  tliat the  wom an 
w’as the wife o f  the  scholar, that the  m oney belonged to  die butcher, and  tliat the  horse was 
m ine and not the beggar’s,’

“This is how 1 knew  about the w om an: in the m orning 1 .sent for her and said: ‘Please fill 
my inkwell.’ She took the inkwell, w^ashed it cjuicklv and deftly,and filled it w ith ink; therefore 
it was w ork she was accustom ed to. II she had been the wife ot the  pea.sant she w ould not 
have know n how to  do it.T h is  showed m e that tlie scholar was telling the tru tli.
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“ A nd  th is  is hnw  I knew  about the m tw icy: I pu t i t  in to  a cup fu l l  o f w a te r, and in the 

m o rn in g  1 k jo ke d  to  sec if any o il tu d  risen to  the  surfacx;. It the m oncv  had be longed to  tlic  

o i l  m erchan t it  w o u ld  have been so iled by his o ilv  hands. There  was nt> o il on the  w a te r; 

th e re fo re , the  bu tche r was te llin g  tfie  tru th .

“ It was m(5iT d if l ie u lt  to  f in d o u t about tlie  horse. The c r ip p lc  rccogn iscd  it amcjng tw c n tv  

o tlie rs , even as vou d id . H ow ever, 1 d id  n o t take you b o th  to  the  stable to  sec w 'h ich o f  vou 

knew  the horse , bu t to  see w h ich  o f  you the  horse knew. W hen  vou aj:^3roachcd i t ,  i t  tu rn e d  

its head and s tre tched  its ncck  tfjw a rd  vo u ; h u t when the crip>ple touched  i t ,  i t  laid back its 

cars and lif te d  one h o o t,T h e re fo re  I knew  tha t v c j u  were the  hor.se’,s real m aster."

Then Bauakas said to  tlie  judge: "I am 

n f)t a m erchant, but K ing  Bauakas, 1 came 

here in o rd e r to  see if w lia t is said o f  vou 

is b'ue. 1 sec no w  that vou are a wise judge.

Ask w lia tevc r you w ish of m e, and you 

shall have i t  as rew ard.”

“ I need no rew ard,’'re p lie d  the judge.

“1 am contcnt tliat my king fia.s [srauH'd me.’

SoiifCc’: ' ‘A  |ti5 l hv I c u  U»lstt»v IrT iiii FdtU
*.tnd R t lr f  tilles^  i r a n ^ tb t r d  !»> A im  l

S am p le  Q u e s tio n  7
(M u ltip le  Choice)

HOW o l o  TH€ j U o G e  THAT THE WAS TH€ WfFE oF THE SCHOM.R^

A BY  OSSER^V'ifviG HEP. APPEARAiNJC-E. A/viD S£EiN6 THAT SHE D»D AJoT LooK liK E  A 
PEA5ANT-*S WiFE.

S BY THE WAY THE ScHoLAR. A N O  THE pEASAf^T TotD THEi'R SToR-fES i,M C O U ^ T .  

C BY t h e  w a y  she re a c te d  TO THE PEASA,-gT A N O  THE SCHotAR. iN  COURT- 

( ^ & Y  T E S T I N G  HER SKi’lL  iM WqRK THAT SHE N € € 0 € 0  TO PERFqRM FqR HER 
HUS6AMD.
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sam ple  Q uestion  8 (M u ltip le  Choicc)

WHY o i o M 'T  &AUAKAS W A N T  TO B€ f i£ C O G N iS € 0 ^

A H€  w aa tted  To see i f  ne WoUtD S T itt se oseveD wne/vi He w a s  a n  
^oRD»’MAR.y^ peRSo^j.

6 He pWfjAieD To AppeAR (N A cAse seFoRe th €  judG €- o i s G u ls e o  AS a  
M€(^CHANT.

C H€ eMJOVeD o iS G U is iN G  Ni’m e lF  SO He COUtD Mo(/e ASOUT FReety ANO pLAy 
TRICKS ON Hi's susjecTS.

^  He w a n te d  To see THe ju d g e  a t  W o rk  iH hiS u s u a l way. UNiNFiueMceD by 
th e  pRESEAiCE OF THE KiAiG

Sam ple Q uestion  9 (Multiple Choice)

WHAT iS THiS SToRy MAiAiLY A8o UT!^

A MAJOR CRiMeS.

©  WiSE j u s r i c € .  

c  A Good RUtER.

D A C IeVER TR ic K

Sample Question I I  (Open-Con,stmeted ResptMi<ie)

DO YOU THiAjK (T WAS FAiR oF THE JUdGE TO GiVe THE SAAlE pUAi/SH/^EfgT FqR
ALL OF THE CRiMeS? E/plAfAJ YOUR Af îSWER* REFERRfWG TO SiMiLARiTiES oR
DiFFERE^gCES BETWEEN THE THREE CRiMES.

Scimple Q uestion  12 (Open Constructed Response)
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FOR TH(5 QUeSTfOAJ VOU TO AlvJD jU5T(Ce ifj '/oUR CoUNTRy
Iaj'iTH TH€ law AaJD jUSTfCe SHoWra rVj th e  SToRy.

QUeST»ON I IA :
In  t h e  SToRy cRi/^es are fUNi'sheo um der th e  m w, ^ n a t  ts AfJoTHER WAy (/g

LAW AfJD iusTfCE lAi YOUR COU^iTRy ^RE Si’m A R  TO THE KtNO Of 
A NO ju s r ic e  showm In th i 's SToRy.

QUeSTfON '1 l» :

I N  THE SToR y THE j'UDGE G(VeS F fFTy STROKES O f T H t  LASH FqR ALL THE 
CRr'/^ES. APART FRoM THE KiNO Q f pUNi'SH,’̂ € N T ' WHAT (S ONE WAY iN WHj’cH  LAW

A^JD iU STj'aE  i’n  y o U R  C.oU^iTRy a r e  d / fFEREMT t o  t h e  QF l a w  AMD 
jUSTi'ce  SHOWM TH(S S T oR y^
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R E A D IN G  U N IT  4  

BULLYING
The lollowiitg articlc <ippcarccl in a Jjpaiicsc newspaper in 1996. Rclcr to it to answ er the 

quc.stions below.

PARENTS LACKING AWARENESS OF BULLYING

C)iily tMie in three parents polled is aware 
o f b u lly in g  in v o lv in g  th e ir  ch ild re n , 
according to an Education Ministry survey 
relea.sed on Wednesday.

fhcNurv'ey, conducted between Deccinber 
1994 and January 1995, involved some 
19,(XK) parents, teachers and children at 
primary, junior imd senior hij^h schools 
where bullying has (Kcurred.

Ilie survey, the first o f  its kind ccMiducted 
by the Ministry', covered students from the 
fourth grade up. According to the survey. 
22 per cent o f the primar)' school children 
polled said they face bullying, compared 
with 13 per cent o f  junior high school 
children and 4 per cent of sen ior high 
schot>l students.

On the other liand. some 26 per cent of the 
prim ary school children said they have 
bullied, with the percentage decreasing to 
20 per cent for junior high school children 
and 6 p er cen t for sen io r h igh school 
studetits.

O f thiise who replied that they have been 
bullies, between 39 and 65 per c a i t  said 
they also have been bullied.

The survey indicated that 37 per cent o f 
the paren ts o f bu llied  prim ary school 
children were aware of bullying targeted

at their children. The figure was 34 per cent 
fo r the  paren ts o f  ju n io r  high sch o o l 
childaMi and 18 per cent for those of the 
senior high school studcTits.

Of the patents aware of the bullying. 14 per 
cent to 18 percent said they had been told 
of bullying by teachers. Only 3 per cent to 
4 per cent of the parents learned o f the 
bullying frotn their children, according to 
the survey.

ITie surv ey also found that 42 per cent of 
primary sclnxil teachers ;ire not aw'are of 
bu lly ing  aim ed at th e ir  s tuden ts . T he 
portion o f  such teachers was 29 per cent at 
junior high schm^ls and 69 percent at senior 
high schtxjis.

Asked for the reast>n behind bullying, about 
85 per cent of the teachers cited a lack of 
education at home. Many parents singled out 
a kck of a sea'*? o f justice and compassion 
among children as the main reason.

An Education M inistry official siiid the 
findings suggest that parents and teachers 
should have closer contact with children 
to prevent bullying.

School bullying becam e a m ajor issue in 
iap;ui after 13-year-old Kiyoteru Okouchi 
hanged himself in Ni.shio, Aichi Prefecture, 
in the fall o f 1994. leaving a note saying
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that classm ates h;id repeatedly dunked 
him in a ne;irby river and extorted m oney 
from him.

T h e  b u l ly in ^ - s u ic id e  p ro m p te d  th e  
Education Ministry' to issue a rept>rt on 
bullying in March 1995 urging teachers 
to onJer bullies not to com e to school.

Source-. Kwck). The fapan Timt'-i ItJ, . Tokyo, 
M.1V l i  1 9 % ,

S am ple  Q u estio n  I I  (Multiple Choicc)
WHAT PCRcfAJTAGe OF T€AcHeR.S AT EACH TYpe oF ScHooL WAS Û JAWA(̂ .e THAT 
THEiP STUDe/gTS W£RE BEffsIG BUtLiED^ CiRcte THE AtTeR^iATlV€ &■ C OR D) 

BEST RepRESEAJTS THiS.

□  S e n io r  I li^h Ji hcKil 

F I  [u tiiijr  I lii^i sctiuol 

I  P riiiiary  school

%  o l tca» hcr?> uiid\»an- ol Imllv ■ o fjl te a t  h e r s  u iiim v ir r  c if tu il iv in g

c

Q  .Senior 1 liijh scIumiI 

n  Jun ior tligji si-liDol 

I  Prim ary «  hc*>i

0  20  4 0  60 SO lot)

% of Irjchcrs uiuwart' cil i'ullying

I)

0  K) 4() 6t) 8 0  100

% o l  I ra rh r rs .  u n a w a rr  o f  I ju llv ir^

Sam ple Q u estio n  14 (Open-Constructed Respon.sc)

WHY D o e s  THE ARTiCte MeMTiO?^ T H e  DEATH o F  K iV oTeRU  o K o U c H i ^
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RFADING UNIT 5 
M O R E L A N D

The Moreland Librar\‘ Svstem gives nĉ ■̂ library members a haokmark sliowiii^ its hours d1 
opening. Refer to the following bookmark to answer the questions below.

Hours of opening -  Elfccnv?- (n.(r Frbr-ajy 1 ! 998

Bruns%vick Camp bell Coburg F<>vvkner GSenroy
Library TurnbuN Ut»'ary Library Libr.»ry Library

Sunday tprn-Spm Ctosed ipm-5pm CJosed iprr^Spm

Monday I lam-3pm i lam-S JOpm !pm-8pm I Uvri-5 30prp 1 Oltp-S 30pm
Tuesday 1 lam-Spm 1 Idrn-Bpni t i<am-Spm ! liim apm ?0<.im-8pm
Ufednesday I lan^Spm I IcTrvSpm tOam-Spm 1 larp-5pm fOam 8pm
Thursday 1 lanvSpm i 1 am 5 30pm tOtmSpm i lam-5 Mpm !0am-8pm

Frid.iy 1 lam-Spm I Idrp-Spm lOcrn-Spm 1 larn-Spm f Oam-5 3upm

Saturday lOam-Jpm tOarvIpfn 9arr>-Ipm !Oarn-lpm 9am-1 P IT :

Sciniplc Q uestion  I 5

AT WHAT T iM e iX )e5  THE FAWKNER- l/BRARV CLO-Sf OAJ

Sam ple Q uestion  16 (Multiple Choice)

W h/cH  L ib r a r y  is  St I lL o P^N a t  6  p .m . o n  F R iW  €V € m 1n G ^

A CAMPBELL TUR.-ggULl LiBRARV 

pCOBURG liBRARy 

C FAWK^i€R tiBRARy 

D G te ^ R o y  LrBRARy 

G BRUNSWICK LtSRARy
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READING UNIT 6 

WARRANTY

»4», •W’

: }>»H

rN »  »« f> ;'»  i i i<

Above Ls the txiccipt that Sarah rccxjivcfl w hen slic bought Ik t  new  camera. Below is the  w arre  

card to r  the  cam era. Use these dcK-umcnts to  answer the questions w h ich  fo llo w .

ONE YEAR WARRANTY: (Private Users)
VALfD ONLY (N AlJSTRvALlA

V1L!f.O t ICX^ & COWnNY m  l i d  -  ACNCWS 4bB 884 fv:r.«.0 MCUSfl wafum  to the imeai ow ner 
u v f o>? w m era k tret- o f ,t v  <letects in rraterwi r jr  wr.ffenwisiiip ^rir; w«Tfanty k not trafwf**r.-it>ie

Video MxjBe wJ ';ervii:e. reoar or leetace at t? t'teccon. ancT g-ee of ctvage. aiy part vwnch r  ftiund 
ir f̂.firisp-ectiori by Wfe<o ( fcxist.* totx*d^«i!k«* ii m.-«?n^orvi«Mbnifynip dUrrxj the-Aar<T)Jy pef:fxJ|s)

PLEASE PRINT CLEARLY NO ,M 409668
Cdmera -  MooeS...........................................................................................................

Senal No:.............. ............................................................................................
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r'i.vne of O w n e ': . .....................................
Address  ̂^ ' GLENLYON STREET 

BRUKiS'AICX WC J075

Date PuThased:...................................................................

Purctoe Price: ........................................................................

fRiitibe- StafTip o f Dealer!

PLEASE NOTE
Ftast Immecfcitefy -  Psoslage Sttvnp Necessa'y
This waTanty card shoUd be completed and returned to
Video Hcuse vwthin tO days of (Xjrci\3se.
Internationa) Warranty C<ifd issued on request.

Sam ple Q uestion  17 (Short Response)

u se  TH € D€TArL5 OM THE R e ca 'p T  To C0^1pLeT€ T N €  CARD

THE AiAMe AAJD ADD^CSS O f  THE OWMER NAVE ALReAOV B€€N  F i U € 0  i'n .

Sam ple Q uestion  18 (Short Response)

M o w  L o n g  [>0€S S A d A H  HAV'e- T o  ReTURM THE WARRAMT'/ CARp^

Sam ple Q uestion  19 (O peii-Coastructed Resptmse)

TH€ W o rd s  ^ t h a m k  y o u  f o r  yo U R  s u s i f j e s s ^  a re  pR iW ted  o m  t h e  & o t to M  o f  
THE r e c e ip t .  0 N €  POSSfSLE REASO/^ FqR TM(S i s  S l M p L y  TO SE POLtTE. WHAT iS 

A?40THER p o s s ib le  REASOAi’ ’

468



Appendix K - Listening Comprehension Test

Listening Comprehension

Student Name: _____________________________
Student Number; ___________________________

<lnstructions>

In Korean / o|o^7|-i- l-7 i| H M cK  S|c>1°lo| olol:
7 |#  a[^\o^  ^£7 |77 ^x l 6 ^ 7 ^

m m i l  0 |0 M I° | L H § §  M
^ N |A i # a ^  K^\tW  ^ a |7 |  b^a^qcK a |x ^ ^ ^ ^ -u |c :K

1. Question / How are Wendy and Mary? / Dl|OiE|-^ o- | S ^ l-|7;[-?

a) instituted b) exhausted c) energized d) pleased

2. Question / How is Miss. Spence? / cHS u|7;|-?

a) generous b) vigorous c) stupendous d) genteel

3. Question / How is Phoebe? / o-jig a [ -^ ^ 7 |-S ?

a) ineffectual b) intellectual c) idiot d) unsupportable

4. Question / What did Victoria’s mom do? / y^S.B-|0|-°| (>|c>|i-|7 |. 
u|;;̂ ?

a) continue b) grieve c) ignore d) give up

5. Question / What should I do first? / ^l-S' SdAi ^Ho|: 5  tJM^^I-?

d) look out

B[7 \^  

d) head
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a) generalize b) figure out c) doubt

6. Question / For which part is biking especially good? / 

CHS
a) bones b) heat c) heart



7. Question / How are Koreans? / S i^ i-p7 l-?

a) helpful b) useful c) haughty d) doubtful

8. Question / What is the neighborhood like? / o| o|o|:7|ol|A-] o |-^  # 9 0 ^

a) urban b) neighborly c) ribbon d) seeming

9. Question / What is Myung Jin going to take? S ^ jo |  § [-^

a) abbreviation b) writing c) conversation d) infatuation

10. Question / What is Jack’s problem? / S jo| -g- 

v[?

a) small b) smell c) hell d) personal

11. Question / What does Olivia often do? / •§-B.|ti|o|-^ H'M^^I-?

a) eats b) walks c) heats d) picks

12. Question / How is Nina? /

a) good and fitb ) desperate c) despite d) dispatch

13. Question / What hurt Joe? / ?!■ -^Sd^>-p^|-?

a) holes b) noodles c) heels d) needles

14. Question / What can’t Stewart do? / ^-^01 .^71- 7 | - x | j i  

771-?

a) invaluate b) communicate c) episode d) connate

15. Question / Who is Emily? / ^ ^ ^ L . |7 7 ^ ?

a) teacher b) player c) walker d) worker
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16. Question / What did Jack and IVIichael do? / °Fo1 # o1
7]['?

a) look for b) suffer for c) luck of d) loom over

17. Question / What does the teacher react to mistakes? /

a) cuts b) bakes c) hates d) hurts

18. Question / How is the zoo? /

a) bigoted b) cramped c) crazy d) humid

19. Question / What is necessary to write well? / -^3do|

a) mistakes b) theme c) dream d) rheme
20. Question / What should parents be? / H'L-1Z7|-/

a) strict b) generative c) attentive d) attractive

21. Question / What kind of life did Zack want? / S|o| -^S dolA iw M

a) happy b) fortunate c) different d) dirt

22. Question / What did Jessica have to give students? / ^
t!iEj 5 ! ^  -x-^o|si^L.)7;|-?

a) form b) message c) exam d) bran

23. Question / What does she want to share? / o| o |o l:7 l° | 0:|X1-^ -r-SdS
^ c h i^l-|77̂ /

a) feelings b) incomes c) interests d) relationships

24. Question / How is Jane’s husband? / o lS  tJ*-P^|-?

a) aggressive b) jealous c) frivolous d) svelte
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25. Question / What does Sylvia want to do? / -^u|o|-7[- -x-SdtJ'-l

a) save face b) lose weight c) keep faith d) exercise

Tape Script 

<lnstructions>
In Korean I o |o |:7 |-i- ^ 7 ] \  ^ q c K  acH °Jo | o|o^

m 0|0^7|ol LHg# o | n | 7 ^  ^  a.
:^|o||Ai S A isH  ^ a |7| b^^^u ic^.

1. Wendy and Mary are secretaries in a busy office. They have a lot of difficult 
things that they have to do, so usually by the end of the day they look 
<exhausted>.

Question / How are Wendy and Mary? / cH|(>|a|-^ o | w M ^ ^ l - ?

a) instituted b) exhausted c) energized d) pleased

2. Miss. Spence was the best teacher in school. Everyone in school liked Miss 
Spence because she was very <generous> with her knowledge, money, and 
time. Her class was always exciting because of her wonderful giving nature.

Question / How is Miss. Spence? / cH S  a 1 - ^ ^ u |77|-7

a) generous b) vigorous c) stupendous d) genteel

3. Phoebe is the most erudite person in our town. She is very well read and 
knows a lot about everything, so she likes to discuss her opinions of many 
various topics. She might be <an in te llec tu a l but she certainly cannot deal with 
people very well.

Question / How is Phoebe? / 2 |d |-^  A|-aj-'^7|-S.?

a) ineffectual b) intellectual c) idiot d) unsupportable

4. Young Victoria always loved plants while her mother hated them. As Victoria 
grew older, her love of plants only increased and she bought more and more.
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Victoria’s mother decided to <give up> living with those plants. She couldn’t 
stand it anymore, so she simply left.

Question / What did Victoria’s mom do? / y^S.2.|o[-2,| o|[>lu|7l- °1- 

V\7

a) continue b) grieve c) ignore d) give up

5. When I was a graduate student getting ready to write my Master’s thesis I did 
not know exactly what 1 wanted to say. As a result, I wrote and wrote page after 
page of data and observations, which lead to nothing. When I gave my thesis 
advisor a rough draft of my thesis, he told me I had better <figure out> what I 
wanted to concentrate on.

Question / What should I do first? / 5Ho|: tj-cil-b

a) generalize b) figure out c) doubt d) look out

6. Biking is excellent for the health and endurance. There is no better 
cardiovascular exercise than biking. Because biking works so well in 
strengthening the <heart> you will feel much younger and live longer if you bike 
everyday. The small amount of exercise you get from biking will increase your 
energy level for the entire day.

Question / Especially for which part is biking good? / CHS

a) bones b) heat c) heart d) head

7. Korea is the country with the kindest people in the world. Everyone was 
exceedingly <helpful>. Once, when I was lost in Seoul and a man I had never 
seen before saw me looking upset and offered to give me a lift in his car. 
Based on this one example, I think Koreans are the kindest people in the world.

Question / How are Koreans? /

a) helpful b) useful c) haughty d) doubtful

8. Almost all that can seen from my 13th floor apartment is <urban> ugliness. 
Immediately opposite is a school building constructed with brown brick and gray 
concrete. Behind the school, tall apartments provide a stark backdrop. To the left 
of the apartments is a highway overpass with an endless flow of traffic.

Question / What is the neighborhood like? / o| o |o[:7 |-^ o|c|ol|A-j o |o|:7|'^
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a) urban b) neighborly c) ribbon d) seeming

9. Myung Jin is a German major in university, but she is afraid that she cannot 
speak much German at all. She has decided to supplement her normal university 
studies by taking a <conversation> course at the Goethe Institute. She needs 
the speaking practice and has decided that it would be advantageous for her to 
hear German with a native speaker accent.

Question / What is Myung Jin going to take? ■^‘5!

a) abbreviation b) writing c) conversation d) infatuation

10. Jack is very careful about his clothes, but not his personal hygiene. The fool 
wears beautiful coats in the summer, which make him sweat and <smell> very 
bad. He constantly tells people that fashion is the most important thing in the 
world and all this with a mouth odor that could kill any small animal at a 
distance of five feet or less.

Question / What is Jack’s problem? / Sjo| 7 \ ^  ^

a) small b) smell c) hell d) personal

11. Olivia is not only a voracious reader but a voracious eater as well. The two
things she loves most in the world are books and food. She reads at least two
books each day and <eats> continuously while she is reading.

Question / What does Olivia often do? / -^Sd-S- ll'M ^l-?

a) eats b) walks c) heats d) picks

12. Nina really wanted to go abroad to study. She was really <desperate> to do 
so. She was convinced that her whole future depended upon it. It was all she 
thought about and all she worked for. She was like a possessed woman.

Question / How is Nina? / o |^w M ^ |-?

a) good and fit b) desperate c) despite d) dispatch

13. When Joe tripped and fell into a cactus garden on campus. He was terribly 
hurt having been stabbed all over with millions of cactus <needles >. Amazingly, 
he found that he could breathe through his nose. Some pieces of cactus must 
have made lots of little holes for him to breathe through.
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Question / W iiat tiurt Joe? /

a) holes b) noodles c) heels d) needles

14. My brother Stewart is a very difficult person to <communicate> with. He has 
these little episodes in which he will not listen to anything anyone says and what 
he says does not make much sense to anyone.

Question / What can’t Stewart do? /

a) invaluate b) communicate c) episode d) connate

15. Emily was a laborer in a factory. She painted lines on the sides of cars. She 
did not like her job much and was quite bad at it. She was just a <worker> 
there to save up enough money to go back to school and study.

Question / Who is Emily? / Y ^ tJ '-P ^ l-?

a) teacher b) player c) walker d) worker

16. Jack finally arrived at Brown’s town and searched and searched but could 
not find him anywhere. With a man named, Michael, together they went to <look 
for> Brown. They never found him. When they were by the seaside, Michael hit 
Jack in the back of the head with a shovel.

Question / What did Jack and Michael do? / ° |-o |# o | 1̂-

a) look for b) suffer for c) luck of d) loom over

17. The teacher for this class is a real pain. Apparently, she is a neat freak and 
if we give her homework with even one misspelled or crossed out word, she 
refuses to accept it. She really <hates> it when we make even one a mistake.

Question / How does the teacher feel about mistakes? / <>1

a) cuts b) bakes c) hates d) hurts

18. The animals in the zoo were restless. They were angry because their cages 
were not at all commodious. They were, in fact, very small and <cramped>. The 
owl, which was the smartest animal of them all thought she had figured out why 
they were put in such tiny cages.

Question / How is the zoo? / '^'■'^71-5.?
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a) bigoted b) cramped c) crazy d) humid

19. The process of writing is very difficult. Nothing that you write will ever be 
effective unless there is an underlying <theme> or thesis, which binds all your 
individual points together. If you fail to have a central idea, your piece of writing 
will be filled with glaring mistakes.

Question / What is necessary to write well? / - s #  #  ^ ^ 1  

a) mistakes b) theme c) dream d) rheme

20. Kids require a lot of money, especially these days, but they also need 
<attentive> parents. Parents need to spend lots of time with their children and 
have money. Moist important is giving the kids the attention they need and a lot 
of love and caring.

Question / What should parents be? / (>|ix-|tllot:

a) strict b) generative c) attentive d) attractive

21. After Zack broke up with his girlfriend, he decided that he really needed 
something new and <different> in his life. He didn’t want anything to be the 
same. Luckily, at the same time, he was offered a job in Korea. He wanted to 
experience all new things there, so off he went.

Question / What kind of life did Zack want? / Sjoj 

a) happy b) fortunate c) different d) dirt

22. Jessica is an English teacher at a university in the Philippines. As one of the 
ways to finish her first semester, she had thought about going on a field trip with 
the students. But the university told her she had to give some sort of written 
<exam>. Therefore, she had to see if she could combine a test and a field trip.

Question / What did Jessica have to give students? / ^cH

a) form b) message c) exam d) bran

23. I want a youngish man for a long-term serious relationship. I enjoy traveling 
and going to the movies and I would hope the man I am dating has similar 
<interests>. What I am really looking for is a man with a good character and a 
brain to match.
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Question / What does she want to share? / o| o|ot:7|o| ^

a) feelings b) incomes c) interests d) relationships

24. The police found out that Jordan and Jane had been having a love affair 
and that Jane’s husband is definitely the <jealous> type. He was always angry 
when he saw her with another man and he had even threatened Jordan before.

Question / How is Jane’s husband? / ^ 1 1 * ^ - I  C H ' S  '*'1-^?JM^l-?

a) aggressive b) jealous c) frivolous d) svelte

25. Sylvia has a terrible preoccupation with her obesity. In order to <lose 
weight> she goes to the gym several times a week and is on a strict diet. She 
is obsessed with becoming thin

Question / What does Sylvia want to do? / -^td|0|-7|- 5|-g- -r-91 M^l-?

a) save face b) lose weight c) keep faith d) exercise

< Stories are based on / adopted from Van Vlack, S. (1999). ef Si ^ S l).£  25,000 El-oi 

Seoul: Dong Do Won ( # £ S ) .
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Appendix L -  C-tests

C -  Tests

Student Nam e: __________________________________

Student Number: _______________________________

Directions
Below you will find four texts, one example text and three others. Some of the words 

have been damaged by having half of their content removed. Fix the text by adding the 

appropriate ending to each of the damaged words. You have 25 minutes to complete this.

'='1-511 71)5̂  71)51 ^1^0]

^  ^1^-)?! 1  '?}•# >?>

25§-S] Al7^Vol

Exam ple

Lulu to the Rescue!

Pet kangaroos aren't unheard of in Melbourne, Australia. But her  'roos ar  rare.

La  week, a Yo  named LULU lea  to he  owner's res . After Len

Richards wa  knocked ou  by a fal  tree bra , Lulu we  for he . She

ban  on a do  and bar  like a do . "It we  on fo  about 15 minu ,

so w went t  investigate," sa  Richards's daug  Celeste. "Lu  is m  hero."

Text 1: Pets Put on the Pounds

You might want to think twice before you give Fido or Kitty that extra treat. Pets i  the

Uni  States an  Europe ea  far t  much, acco  to a ne  study fr____

the Natl  Research Coun___ .

The rep  estimates th  25%  o  pets ar  overweight. Overe  can b   bad

f  the hea  of do  and ca . Excess wei  can le  to diab  and

hea  disease. Wh  are pe  getting s  pudgy? On  reason i  that th___

owners oft  reward go  behavior wi food. "Pe  are memb of ou  families.

W  show th  affection b  sharing fo  and giv  them tre ," says Kathryn

Michel, a veter  nutritionist a  the Unive of Penns .

Ever he of th Atkins di ? Maybe it  time fo  a Catk  diet!
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Text 2 : What skills do you think make you a good writer?

I know how to gather writing ideas from experiences I’ve had, books and articles I’ve

read and current events in the world and my community. I al  keep th  interests

o  my audi  in mi  and tr  to appr  my top  from a uni _

perspective. Aft  I’ve colie  my ide , I tr  to struc  them in  an

intere , clear fo . When I’  done th  best th  I ca  do, I as  my

teac , friends o  family t  read m  writing an  give th  opinions. Bel____

able t__ take adv well i  a ski  on it  own!

Text 3 : An Overgrown Guinea Pig?

More than 6 million years ago, on a leafy stretch of what is now Venezuela, an odd,

lumbering rodent grazed, scanning the horizon for attackers. But th___ creature wa___ no

me  little mou . It weig  more th  1,500 pou  and loo  like a buff -

size gui  pig!

La  week, scien  reported th  they ha  found a nea  complete fos  of

th  animal. I  is beli  to b  the big  rodent ev .

"Imagine a wei  guinea pi but hu , with a lo  tail fo  balancing o  its

hi  legs, an  continuously gro  teeth," sa  Marcelo R. Sanchez-Villagra, th__

lead aut____  of a stu  of t  fossil, whi  appears i  Science mag . Scientists

beli  that Phoberomys pattersoni mu  have eat  nearly nons .

Complete versions of the texts 

Example

Lulu to the Rescue!

Pet kangaroos aren't unheard of in Melbourne, Australia. But heroic 'roos are rare. Last 

week, a 'roo named LULU leaped to her owner's rescue. After Len Richards was 

knocked out by a falling tree branch. Lulu went for help. She banged on a door and 

barked like a dog . "It went on for about 15 minutes, so we went to investigate," says 

Richards's daughter Celeste. "Lulu is my hero."

Text 1: Pets Put on the Pounds

You might want to think twice before you give Fido or Kitty that extra treat. Pets in the 

United States and Europe eat far too much, according to a new study from the National 

Research Council.
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The report estimates that 25% of pets are overweight. Overeating can be bad for the 

health of dogs and cats. Excess weight can lead to diabetes and heart disease. Why are 

pets getting so pudgy? One reason is that their owners often reward good behavior with 

food. "Pets are members of our families. We show them affection by sharing food and 

giving them treats," says Kathryn Michel, a veterinary nutritionist at the University of 

Pennsylvania.

Ever heard of the Atkins diet? Maybe it's time for a Catkins diet!

Text 2: What skills do you think make you a good writer?

I know how to gather writing ideas from experiences i’ve had, books and articles I’ve 

read and current events in the world and my community. I also keep the interests of my 

audience in mind and try to approach my topic from a unique perspective. After I’ve 

collected my ideas, I try to structure them into an interesting, clear form. When I’ve done 

the best that I can do, I ask my teacher, friends or family to read my writing and give 

their opinions. Being able to take advice well is a skill on its own!

Text 3; An Overgrown Guinea Pig?

More than 6 million years ago, on a leafy stretch of what is now Venezuela, an odd, 

lumbering rodent grazed, scanning the horizon for attackers. But this creature was no 

meek little mouse. It weighed more than 1,500 pounds and looked like a buffalo-size 

guinea pig!

Last week, scientists reported that they have found a nearly complete fossil of this 

animal. It is believed to be the biggest rodent ever.

"Imagine a weird guinea pig, but huge, with a long tail for balancing on its hind legs, 

and continuously growing teeth," said Marcelo R. Sanchez-Villagra, the lead author of a 

study of the fossil, which appears in Science magazine. Scientists believe that 

Phoberomys pattersoni must have eaten nearly nonstop.
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Appendix M -  Word Association Tests

Word Association Test (Korean - Written)

1 0^  71- t  5)-q-2  ̂ T^o]s]- 4

7i)si «! 4 4 2 ) tH l-  'il ^<^1

^  a .tJ ^ l-2--

^ ^ 5} c f ______ __________________ ________  _______

#7|c}- #7lc)- # 7 lc f

S- i£ 7 ]^ H tI ^

SlAl- 21 AV SlAl- SlAf

3 .^ ] el 5^1 el 3 . 77] s] 3^1 el

°ll °1] °11
<^A} ^Af «Af Ô Af

ol^Tll K5-|oT

1

’̂-sl-cl- 'j.’-^V d - iJ-Sfcl- ’iJ-sfcf

a f l i# H i l i^ H l l i # « l l i #

<̂1 <=>1 °] 1̂
O) 7]Cf ol7|uf 0] 71 1:1- ol 71 Cf

01xt 01
X L

01
XX.

01jr.

m \P- m } ^ m fS- m } ^

A-14 A-^C} A - jc f

04 X]- c ^ x \ c^T.}

t 3 t i t i va
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Word Association Test (English - Written)

Student Name _____________________________

Student N um ber____________________________

This is a word association test you will have approximately 15 minutes to complete this. 

You will see a list of words with four blank spaces. Fill in each blank space with the first 

English word you think of when you read the word. You will have 40 seconds for each 

word. There are no right or wrong answers. Below is an example.

Example

Fat _______ Fat _________ Fat   Fat ________

To th in k  To think

Scissors_______ Scissors

Smart _______ Smart

House _______ House

To live _______ To live

Piano _______ Piano

Quickly _______ Quickly

Which _______ Which

Rain _______ Rain

Kitchen _______ Kitchen

Foot _______ Foot

To say ______  To say

Water _______ Water

Queen _______ Queen

To send  To send

Heavy _______ Heavy

Cat _______ Cat

At _______ At

This _______ This

Money _______ Money

To think

Scissors

Smart

House

To live

Piano

Quickly

Which

Rain

Kitchen

Foot

To say

Water

Queen

To send

Heavy

Cat

At

This

Money

To think

Scissors

Smart

House

To live

Piano

Quickly

Which

Rain

Kitchen

Foot

To say

Water

Queen

To send

Heavy

Cat

At

This

Money

Thank you for your cooperation
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Word Association Test (Korean - Spoken)

__________________________

10^  7 } ^  ^  tt ^<>11- 1--2-

^  4̂-S- 'S ^ l '- i -  302:

4 e fl2 ) o )];fill-

iie ] ____________________________________________________________________

1. = 5 ________________________________________________________________

2. 4ie^^lnf ____________________________________________________________________

3. l̂- Î ________________ _____________________________________ _______ _

4. 1̂ d)- _________________________________________________________________

5. H  _________________________________________________________________

6 . _________________________________________________________________________________________

7. Afig- _________________________________________________________________

8 . _________________________________________________________________________________________

9 . ^  __________________________________________________________________________________

10. cfel _________________________________________________________________

11. > i-e ic } __________________________________________________________________________________

12 . _________________________________________________________________________________________

13. 1̂7> ^  _________________________________________________________________

14. ^  _________________________________________________________________

15. _________________________________________________________________

16. _________________________________________________________________

17. _________________________________________________________________

18. ^ 1 - _________________________________________________________________

19 . a fu fu f  ______________________________________________________________________________

20 . _________________________________________________________________________________________

4 ^1-i}-Me}.

483



Word Association Test (English - Spoken)

Student Name _____________________________

Student N um ber____________________________

This is a word association test you will have approximately 10 minutes to complete this. 

On this test you will hear a word. Simply say all the words that pop into your head after 

you hear the given word. You will have 30 seconds to respond to each word. There are 

no right or wrong answers. OK. Let’s try an example.

Example

glass ____________________________________________________________________

1. book ____________________________________________________________________

2. dark ____________________________________________________________________

3. fish ____________________________________________________________________

4. air ____________________________________________________________________

5. inside ____________________________________________________________________

6. to steal ____________________________________________________________________

7. guilt ____________________________________________________________________

8. to believe ____________________________________________________________________

9. mountain ____________________________________________________________________

10. contract ____________________________________________________________________

11. thirsty ____________________________________________________________________

12. to jump ____________________________________________________________________

13. to hit ____________________________________________________________________

14. bride ____________________________________________________________________

15. why ____________________________________________________________________

16. zebra ____________________________________________________________________

17. now ____________________________________________________________________

18. bus ____________________________________________________________________

19. a ____________________________________________________________________

20. lip ____________________________________________________________________

Thank you for your cooperation
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List of Words Chosen for Word Association Tests

English Written

Spoken

scissors

foot

house

water

piano

cat

money

queen

kitchen

rain

‘banana’ 

to think 

run’ 

to say  

to live 

fair

to send

smart

heavy

quickly

‘angrily’

at

this

which

English Spoken

book

lip

fish

air

bus

zebra

guilt

bride

mountain

contract

to believe

to hit 

to jump

to steal 

dark 

thirsty 

now

inside

a

why

Korean Written

aHJL# ‘hunger’ 

‘boots’

‘leaf 

s] Af ‘doctor’

‘car’ 

‘elephant’ 

‘affection’ 

x)- ‘wom an’ 

‘history’

1- ‘fire’

o) 7) c|- ‘to win’

Korean

=1 ‘travel’ 

‘plant’ 

‘flute’ 

‘skirt’ 

cfe] ‘bridge’

%  ‘king’

‘love’ 

‘student’ 

^  ‘hand’

uj-uf

‘to

‘to speak’4;e] x) ‘to scream ’

Ai c}- ‘to stand’ 1̂ ‘to

‘to enjoy’

‘afraid’

‘hot’

‘fast’

‘to take’ 

^-cr ‘red’ 

f ] 7 \  ^  ‘tall’

oil ‘locative postposition’ ‘till’

°1 ‘two’ H  ‘the/that’

‘how’ ‘what’
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Appendix N -  Word Association Tests -  Word Item Bank

Word Association Test - Word Item Bank

Lexical Categories 

Nouns

Animate/manipulable (Saffran et al., 2003)

(The numbers on the right represent the word’s frequency as reported by the author)

1 Apple 9 

2Baby 62 

SBanana 4 

4Carrot 1 

5Cat 23

6Celery 4 

7Corn 34 

8Fish 35 

9Flower 23 

10Foot 70

11 Frog 1 

12Grape 3 

13Hand 431 

14Leaf 12 

15Pear 6

16Pineapple 9 

17Plant 125 

ISSnail 1 

19Strawberries 1

Animate/non-manipulable (Saffran et al., 2003*)

1 Bride 33 5Dinosaur 1 9Lion 17

2Camel 1 6Elephant 7 lOPirate 4

3Cow 29 7Fireman 1 11 Queen 41

4Cowboy 16 8King 88 12Sailor 5

13Tree 59 

14Zebra 1

Inanimate/manipulable (Saffran et al., 2003*) 

1Ball 110 6CaH£ 12

2Balloon 10 7Dice 14

3Book 193 8Fork 14

4Boot 13 9Hammer 9

5Bottle lOKnife 76

11 Microscope 8 

12Pen 18 

13Pipe 20 

14Ring 47 

ISRuler 3

16Sandwich 10 

17Scarf 4 

18Scissors 1 

19Shoe 14

Inanimate/non-manipulable (Saffran et al., 2003*)

lAmbulance 6 

2Bridge 98 

3Bus 34 

4Cannon 7 

5Chimney 7

eChurch 348 

7Fireplace 6 

8Garage 21 

9Helicopter 1 

lOKitchen 90

11 Mountain 33 

12Piano 38 

13Pyramid 2 

14Tractor 24 

15Train 82

16Van 32 

17Voicano 2 

18Waterfall 2 

19Well 897

Count (Brown and Berko, 1960) 

lApple 3House

2Doctor 4Foot

5Needle

6Table
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Mass (Brown and Berko, 1960) 

lA ir  3Milk

2Cheese 4Sand

SSugar

6Water

Verbs
General/mixed fWolter. 20021

ITo  apply 6  To cut 11 To keep

CD

2To argue 7To draw 12To kill 17To

3To break 8 To enjoy 13To make

CO

4To bring 9To fall 14To move 19To

5To care lOTo jump 15To replace 20 To

Transitive (Brown and Berko, 1960)

ITo bring 3To hit 5To send

2To find 4To invite 6To take

Intransitive (Brown and Berko, 1960)

ITo come 3To laugh 5To stand

2To live 4To skate 6To walk

Adjectives
General (Brown and Berko, 1960)

1 Cold SHard SSweet

2 Dark 4 Soft 6 White

High Freauencv (Piers & Kirchner, 1971)

1 Beautiful 2Heavy SNice 4Soft

Low Freauencv (Piers & Kirchner, 1971)

1 Colorful 2Dull SSour 4Thirsty

Adverbs

General (Brown and Berko, 1960)

1 Gently 2Now SQuickly
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4Sadly SSIowly 6Softly

Prepositions (Lindstromberg, 1998)

1 Above ISBehind 29 Inward

2Across 16Below 30Near

3Against 17Beneath 31 Next

4Aliead ISBeside 320f

SAIong 19Between 330ff

6Alongside 20By 340n

7Amid 21 Close 350nto

8Among 22Down 360pposite

9Apart 23During 370ut

10 At 24Forward 380utward

11 Away 25From 390ver

12Away from 26ln 40Past

ISBack 27lnside 41 Round

14Backward 28lnto 42Through

Functional Categories

Noun Markers (Jackson, 2002)

lA/an 6My 11 That

2Few 70ne 12The

SHer 80ur 13This

4His 9Several 14Their

5lts lOSome 15These

Complementizers and Wh-NPs (Cook and Newson, 1999)

I lf 4What 7Who

2How 5When 8 Which

SThat 6Where 9Why

General Word Lists 

(Joannopouiou, 2000) 

1 Afraid 4Bread 7Cheese

2Anger SButterfly 8Citizen

SBath eCarpet 9City

43Throughout

44Till

45Together

46Toward

47 To

48Under

49Underneath

SOUntil

51Up

52Via

53With

54Within

55Without

16Those 

17Your

10Comfort 

11 Command 

12Deep
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13Doctor

14Dream

15Eagle

16Earth

17Eating

18Foot

19Fruit

20Head

21 Health

22HOUS0

23Hungry

24 Justice

25Lamp

26Lion

27Loucl

28Memory

29Mountaln

30Mu11qd

31 Needle

320cean

33Red

34Rlver

35Sheep

36Sickness

37Sleep

38Smooth

39Soldler

40Soft

41Spider

42Stem

(Merten, 1995)

IBus

2Butterfly

3Cake

4Celery

5EiLJtefi

6ElQundBi
/F lute

8Fork

9Halrdresser

lOJuice

11 Lily

12Llp

13Ma&on
14Mustard

15Pineapple

16Rabbit

l7RaY.en
IBSkirt

19Silver

20Spanner

21 Stomach

(Dollinger et al, 1991)

1 Steal 3Thief

2Pizza 4Money

(Isaacs & Chen, 

1 Afraid 57 

2Berry 9 

3Carrot 1 

4Dance 90 

5Divorce 29

6Flower 23 

7Glass 99 

8Give 391 

9Hunger 17 

lOKiss 17

11 Love 232 

12Marry 18 

13Name 

14Pencil 34 

15Pond 25

(Secord, 1953)

lAcid

2Actor

3Acute

4Arch

5Attack

6Back

7bark

8Bare

9Barn 

lOBeat 

11 Blotch 

12Circulate

43Stomach

44Thief

45Thirsty

46Trouble

47Whistle

48Wish

49Wlndow

SOWorking

22Table

23Thumb

24Uncle

25Zebra

5Wallet

6Guilty

16Proud 50 

17Swim 15 

18White 365 

19Woman 224 

20Wound 28

13Colon

14Collie

15Conditlon

16Confine
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1/Contact 

18Continue 

19Contract 

20Crisis

21 Digit 51 Probe 76Strip

22Enlarged 52Pump 77Stump

2 3 Extract 53Qgack 78Swell

24Fiber 54Rain 79Sweet

25Fish 55Rasli 80System

26Function 56Rat 81 Tablet

27Gag 57Red 82Tan

28QaU 58Regular 83Tape

29Game 59Run 8 4 M
30Gas 60Scarlet 85Temperature
31 Glassy 61 Scrape 86Tender

32Srafl 62Side 87 Tent

33lndex 63Sing 88Tissue
34Lamp 64Siing 89Treat
35Layer 65Smart 90Ixfinch
36Light eesmfiai: 91 Trunk

37Umb 67Socket 92trial

38Llning 68Soup 93Twist

39IVIiddle 69Spotted 94Vessel

40Molie 70Seud 95Visit

41Nail 71 Spread 96Vote
42Nap 72Stain 97Vogue

43Navel 73Stay 98Waist

44Q(2ze 74Still 99Win

45Qrchard 75Stitch 100 Wrench

460rgan

47Pair

48Part

49Patient

SOPrize
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A pp end ix  O  -  P re -q u e s t io n n a ir e

1. W h a t  is yo u r  nanne? _____________________________________________

2 . W h a t  is your s t u d e n t  n u m b e r ?  ____________________________________________

3. W h a t  is your m a jo r?  _____________________________________________

4. W h a t  is your  d a te  of bir th? _________________________________

5. For how long h a v e  you s tu d ied  E ng lish?   y e a r s

6. At w h a t  a g e  did you s ta r t  learning E ng lish?  __________________________

^  «l-7l

7. W h a t  English  c o u r s e s  h a v e  you ta k e n  a t  this un ivers ity?  List th e m .

°1 cl] 4|-i2.oll Ai x]-i-77}.x] cgo:| ^ ^ A l _ o

7. H a v e  you  e v e r  s tu d ied  in an y  coun try  o th e r  th an  K orea  b e fo r e ?  

2] -s}^  51^ ^ ’

 N o  ^>l-M-2-

  Y es  Ml

If y e s ,  w hich  coun try  w a s  it? ‘Ml’ s l - i

How long did you s tu dy  th e r e ?  ^

W h a t  did you s tud y  while th e r e ?  ZZ. ^°11  ?11^

H ow  m u ch  did you u s e  E nglish  during  y ou r  o v e r s e a s  s t u d i e s ?

  U s e d  English mostly  (m o re  th a n  8 0 % )

' § ' > 1 1 -  (80%  <>lAj-)

  U se d  English half th e  time (a ro u n d  50% )

^o] Af-a- ( 500/,

  U se d  English partly ( le s s  th a n  30% )
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71-^ (30% i n f

_  Almost never used English (0 - 10%)

7^0^ A>-g-sfx] (0 -  10%)

8. Have you ever traveled outside Korea?

______  No

  Yes Ml

If yes, name the countries

How long did you travel there for?

  About a week

______  Less than a month

t!- t o ]  <?VS]7ll 

  More than a month ____

^  ^  ’^711

About two weeks

About a month

Months

How much did you use English during your overseas travel?

a ^s^s l-A ]^  -£<y;

______  Used English mostly (more than 80%)

A f - g -  ( 8 0 « / „  O j A j . )

  Used English half the time (around 50%)

(50%

______  Used English partly (less than 30%)

7 } ^  { 30% i c f  ^711)

  Almost never used English ( 0 - 1 0  %)

7̂ 0) (0- 10%)

9. Have you ever attended a language institute to study English?

 _____ No

  Yes Ml

If yes, what kind of classes did you take (and for how long)? (Tick all that 

apply)
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>iVot ‘Lfl- e }31  ^ e H S -1 1 - - ° ^ ^ 1 ^ 7 } -  (<gnl-

  Conversation (_______ )   Grammar (________)

3)5^

  TOEIC (_______ )   TOEFL (________)

S ^ '  £ 1 -

Other I )

7lEf

How long did you study there? (all together)

Which type of class do you think was the most useful?

Ajzj-5}-Al7l<.ll cH^i ae ljo l y}:^ a  2}-^} o] ^  q

Which type of class do you think was the least useful?

t ^ ^ o )  ^l-s|-Al7lol) o jtti aeJlel ^ - ^ o ]  7}-; -̂ jL J f '/ f

10. Have you ever had a private tutor for English?

7H<y 3 . ^ - g  a jo |

  No

  Yes Ml

If yes, for how long and what did they teach you? 

ovoi: • t i l ’ I L ^ J L  -¥-<^1-

11. How would you evaluate your overall English proficiency?

_______  Expert   Commanding Mid 3 ^7 ])

_______  Commanding Low 2't+?il ________  Moderate Mid

_______  Moderate Low   Rudimentary
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12. Which of the skill areas listed below do you think you are best at? (Number in their 

order of level: 1 = best, 6 = worst)

o fe flS ] A ^Z |5 }.7 lcH l 7t-5g-

4 e ^  1 =  7 H ’ - 6 =  7 }^^

________  Listening _______  Reading   Grammar

________  Speaking _______  Writing   Vocabulary

13. What languages do you know or have you studied in addition to Korean and 

English? ^  S ife

Language Level of proficiency How long studied

'ii'H

14. Do you have any special experience in which you purposefully initiated or responded 

to an English speaking/writing situation? <>1 ^ 7 ] ^
7^M-, ^ 7 ) ^  ^  2̂ 01
u|^>?

 _____ No '>1-^-2-

______  Yes Ml

If yes, what kind of situation was it? Briefly describe the situation

D > q :  - V f l ’ ^

15. Is English your friend or your enemy?

  Friend C-?-   Enemy ^  Why?
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Appendix P -  Post-questionnaire

1, What is your name? ______________________________________

2. Do you have an English nickname? What is it?

3. What is your favorite food? ____________________________________

4. If you could live overseas which country would it be?

5. How often do you use English outside the classroom?

Inever] |rarely| [sometime^ [quite ofte7i| [very often]

9

6. Which skill area do you think you are best at in English? (Tick one.)

Ispeakingl |reading| jiisteningj |writing|

7. Where did you learn English? (Number them according to importance.)

Iregular schooij 

Ihagw^

|an English speaking country] 

jspecial foreign language school in Kore^ 

jspecial foreign language school overseas 

Italking with English speaking friends]

private instruction

through job experience

studying at university overseas

watching movies

surfing the Internet

watching TV

Other:
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8. How do you feel about the English language? (Tick one.)

hate it don't like ii |no particular feelings [like it

9

|iove~i^

9. How difficult do you think it is to learn English? (Tick one. 

[very difficult! [difficult 

9

[not particularly difficult! |easy! jvery eas'j^

..-4-------------- 5---------------6---------------7----------------8------

10. How would you best describe your feelings about English language culture? (Tick 

one.)

lhate itj |don't like lt |no particular fe e lin g  |like it! |love it!

9

11. How similar do you feel English language culture is to Korean culture? (Tick one.) 

Ivery different] Idifferent! |not particularly different! !similar! |very simiiarj

1--------------- 2----------------3-------------- 4-------------- 5---------------6---------------7----------------8---------

9

12. Why are you interested in knowing English? (Number them according to importance.) 

|to get a better job] 

to get into a good school!

!to get prestige!

because I like it

to be a citizen of the world!

!to get ahead in my job

to be able to study abroad

to make me smart

to make people respect me

!to be able to emigrate to another country

!English Is fun and interesting

to communicate with English speaking friend^

to communicate with people for work

Other:
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13. What do you think is the best way to learn a language? (Nunnber thenn according to 

importance.)

Imennorizing gram mar  rules|

Innennorizing dialoguesi 

Imennorizing vocabulary iterr^

Ipractising the language in context!

[matching structures to functionsi 

doing pattern drills]

Other:

14. In learning English, what kind of things have your teachers focused on? (Number 

them according to importance.)

Igrammarj

Ispeakingl

Ivocabulai^

[listening skill|

IpronunciationI

Iculturel

Ifluencyl

[accuracy

Other:

15. Do you translate from Korean to English when speaking or writing? |Yes| or 

If the answer is yes, then why?

16. Do you translate from English to Korean when reading or listening? |Yes 

If the answer is yes, then why?

or No
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17. In learning a foreign language, what should the learner focus on? (Number them 

according to importance.)

Igrammarl

[speaking

[vocabular^

[listening skill]

|pronunciation[

[culture[

[fluency[

laccuracyl

Other:

18. How would describe your level of English vocabulary? (Tick one.)

[very low| [low[ [average[ [high[

9

19. Which is the most difficult skill area of English to master? (Tick one.)

|speaking[ [reading[ |listening[ [writing]

Why?

20. What do you usually do with English? (Number them according to frequency.)

]nothing]

]listen]

read

]speak]

]wrlte]

Other: _____________________________________________________________

21. What English speaking country (area) are you most interested in? (Feel free to name 

more than one, but order them showing strength of preference.)

Country name

]very high]
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22. How useful do you think English is in Korea? (Tick one.)

[very useful| [quite useful not] [particularly useful] [not useful [extremely not useful 

9

23. How do you come into contact with English nowadays? (Number them according to

importance.)

in a classroom!

[reading English language newspapers or magazines from Korea

[reading English language newspapers or magazines from overseas!

[talking to Korean friends/co-worker^

!watching movies!

!reading signs and posters on the street!

!watching foreign television shows!

!watching Korean television shows!

!reading English language textbooks!

!reading English language novels!

!talking to foreign friends/co-workers!

Other: ______________________  ______________

24. Do you think you will continue to learn/study English? (Tick one.)

!Yes, definitely! [Ves, I think so[ [probably! [maybe no^ !definitely not!

9
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Appendix Q -English Functional Writing Task Samples

Rudimentary Sample

Subject 9 (Rudimentary)

Many note books 

Dictionary (English) 

text book (Many Kind) 

eraser

Nicole!

Today is statistics midterm was 4:00 pm. moved from. I’m sorry 

Hi Suzy

You and tell her about the best possible book store in Kwan-hwa moon is Kyobo 

bookstores, there are many kind is book.

Mr Smith.

become aware of some defect in my kitchen, and missing handles on the cabinet doors. 

Also the bathroom toilet continues to run and the water is quite rusty, plus the front door 

hinge is rusty and creak when you open and close the door, 

my apartment and requesting prompt repair of these defects

Recently southeast asia has been prey to a series of deadly bombing attacks 

I think is There has been wide pread speculation in the international community that 

these bombing have been carried our the muslim terrorist.

Moderate Low Sample

Subject 6 (Moderate Low)

nots

Subject book

Color pen (Using underline)
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Hi Nicole!

I’m sorry. I change the promise because I will have a exam at 4:00 

So, I can’t go ‘Lotte World’ at 4:00 

I’m sorry.

If I see you, I buy lunch, bye

Julia

Hi Suzy

You don’t worry. In Souel, There are many bookstore. So, You can find that you want 

books. You can go to ‘g S ’ bookstore.

This bookstore is very large and many books. You can buy books, 

bye bye 

See you

Julia

To The building supervisor 

I can’t endure angry.

I moved two days later, but I become aware of some defects in kitchen, such as a 

leaking faucet, and missing handles on the cabinet doors.

I’m very angry.

also, the bathroom and the front door has problem. Bathroom toilet continues to run and 

water is quite rusty, and front door hinge is rusty and creak when open and close 

I want you go to my home. And than you will fix the problem. Now!

Julia

I live in Korea. I want safely my korea. So, I think we prepare Muslim terrorists.

We can tight my security especially toward people from the middle East.

And than in effect forcing them to leave our country.

For this problem solves. We can forgive and love each other.
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Moderate Mid

Subject 17 (Moderate Mid)

pencil case 

pen

notebooks

books

Nicole, I’m so sorry. I don't go in Lotte World at 4 pm because my statistics midterm

was moved from 2:00 pm to 4:00 pm today. So I leave this message for you.

Suzy I think you won’t bring your books. Because lots of books are here in Korea book 

stores. My favorite book store is Sejong book store. This book store is in Gamsil lotte 

world. I think this book store have many kinds of books.

I just moved into apartment. Two days later, I become aware of some defects in my

kitchen, such as a leaking faucet, and missing handles on the cabinet doors. Also, the

bathroom toilet continues to run and the water is quite rusty and creak when I open and 

close doors. Also, the bathroom toilet continues to run and the water is quite rusty. And 

the front door hinge is rusty and creak when I open and close the door.

So Mr Smith prompt reqair of these defects. I’m so angry because my new apartment

have these defects. Please, fix them, right now!

I agree about this situation. Maybe the terrorist are not Muslim. But, I think they are very 

dangerous, so the Korea government is considering passing a measure recinding the 

work visas for all Muslims in Korea, in effect forcing them to leave the country. Because

this is the best way about our life and our country. And the most Southeast Asian

countries do this project.
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Moderate High

Subject 54 (Moderate High)

Some notebooks

I’m sorry that I can’t keep promise the appointment.

Because my midterm was moved from 2:00 pm to 4:00 pm today.

So I have to go to take a exam instead of meeting you.

But I’ll call you after finishing the exam.

Please understand my situation.

Suzy

I think you don’t need to bring your books when you come in Korea, because there are 

many big bookstores in seoul. So you can’t buy some books which you want. First, the 

biggest bookstore is Kyobo bookstore where it is located Jong ro. The store is linked the 

subway station so you can find easily.

If you want I will help you purchase books.

Mr. Smith

I want to tell you some problems about my apartment. First a faucet is leaking in the 

kitchen. And handles on the cabinet door is missing. Second the bathroom toilet to run 

and the water is rusty. Finally, the front door hinge is rusty and creaks when I open and 

close the door. I can’t bear this problem more. I want you to repair these problems as 

soon as possible.

If you don’t accept my complain, I will break our apartment contact. As you see my e- 

mail, please answer without delay.

I know that Southeast Asia has been pray to a series of deadly bombing attacks. The 

attacks are very terrible but I can’t agree the law that the Korean government rescinds 

the work visas for all Muslims.

I think the law is very strict to Muslims and I don’t think all Muslims are terrorists. 

Therefore, they will be victim without guilty. The other reason that I don’t agree the 

law is that there are more people who came from Muslim countries in Korea. They’ve
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worked the factories that the Koreans don’t like to do hard works. We’ve been helped 

their labor. So, we have to allow them stay here and should not send them their 

countries.

Commanding Sample

Subject 13 (Commanding)

Several notebooks 

a pencil case 

an eraser 

Several textbook

Dear Nicole,

First of all, I’ m sorry to leave this massage to you.

I can not help canceling our appointment to meet in Lotte World at 4.

Because my statistics midterm schedule was changed I have to take a test at 4. Sorry 

I'll call you later

Sincerely Sun-young

Dear Suzy

There are so many bookstores where you can buy books written in English, in Seoul. So 

don’t worry and come without your heavy books. Most popular bookstore is Kyo-bo 

bookstore in Kwang-hwa moon. You can go there easily by subway, and you can find 

almost every books you want because it is most big and popular bookstore in Seoul. 

And Yong-poong bookstore where is not so far from Kyo-bo is also good.

From Sun-young

Dear Smith

Hi I’m Sun-young who moved to your apartment in Hannam-dong a few days ago. I like 

this apartment but there are some problems. First of all, the bathroom toilet keeps 

running and the water is rusty. Second thing is that a faucet is leaking and the handles 

of cabinet doors in kitchen is missed. The last problem is that the front hinge is rusty
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and creaks. I must have checked all these things before moving here. So I want you to 

fix those three problems. And If you want, I hope you come to your apartment, look 

around and handle with me.

Then, I’ll wait your answers. Bye

Sincerely Sun-young

A few days ago, there was a report that Korean government is considering passing a 

measure rescinding the work visa for all Muslims in Korea. The reason is that there are 

so many voices that many of bombing attack in Southeast Asia were carried out by 

Moslim terrorists. But do you think all of these taughts are right? I don’t think so.

At first, there are any clue that all that bombing terrors in were carried out but by 

Moslim. People tend to think every terrorism is by Moslim after 9.16 terror, but it’s not 

fair. And there is no reason Moslim to attack southeast Asia was broke out by 

Moslims, they are only smal parts of every Moslims. It is absolutely non-sense to think 

every Moslims are terrorists.

505



Appendix R -  SMU-IVIATE Writing Level Description -  Moderate (Van Vlack, 2002b)

Global Tasks and Functions

Create w/ith language; can communicate simple facts (mostly personal) and give very 

tenuous descriptions and narrations of a personal nature by using a limited range of 

communicative devices. In addition to this conceptual load, Moderate level writers are 

able to handle some of the informal writing formats, such s memos and e-mail. (p. 14)

Context and Content

Context: Some informal settings and some basic written transactions.

Content: Predictable familiar topics related to self; daily activities and personal

environment

Context Building: Can build context in informal settings based on things related to 

personal self and immediate surroundings

Appropriateness: Can create language with suitable appropriateness in simple, predictable 

and informal writing tasks (pp. 16-17)

Accuracy

Accuracy at the Moderate level, as well as the Commanding level. Is recognized globally 

in terms of how well the writer can be understood. Obviously, Moderate level writers will 

show less control, resulting in the fact that the rater will have difficulty understanding all 

their utterances unless they are used to dealing with Korean writers of English. 

Understanding a Moderate level writer can be difficult at times because they will exhibit 

waves of incorrect use of vocabulary items, faulty syntax, incorrect spelling, all coupled 

with an erratic amount of contextualization and overall appropriateness. A large amount of 

effort on the part of the rater is also required as they try to decipher the test-taker’s 

misuse of language due to lack of knowledge of English as well as influence from 

Korean. A moderate writer should, however, show enough correctness at the sentence 

level in order to compensate for their mistakes, the net result being that they are 

generally comprehensible, (p. 19)

Text Type

Sentences (p. 20-21)
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Appendix S -  Samples of Performance on Functional Speaking Task

Rudimentary

Subject 9

Me: Let’s get started. What's your name?

S: My name is Kim, Namyoun.

Me: Kim Namyoun. What should I call you?

S: Ye?

Me: Do you have any special name you want me to call you?

S: Namyoun.

Me: Okay, Namyoun, who is your GEP 2 teacher?

S: Mel Salta.

Me: Mel Salta? Is there anything special you can tell me about Mel Salta?

S: Yes?

Me: What about him? Describe Mel Salta to me.

S: Very ka. kind teacher.

Me: Anything else?

S: Ah, no.

Me: Is he tall?

S: No,

Me: He’s not tall, so what days do you have class with Mel Salta?

S: Monday and Saturday.

Me: Which days?

S: Saturday 

Me: Saturday, No,

S: No, ah.

Me: Monday, Tuesday, Wednesday, Thursday, Fri..

S: Ah, Wednesday.

Me: Yeah, Monday and Wednesday, No, Saturday, so what do you usually do on 

Saturday?

S: Um, dance class.

Me: You have dance class? Where?

S: .....................

Me: Here?

S: Yes.

Me: In Sookdae?
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S: Yes.

Me: Yes? What’s your major?

S: Dance.

Me: What kind of dance? Do you do Korean traditional dance?

S: Ballet.

Me: Ballet, wow, it must be difficult. You like being a ballet dance?

S: Yes?

Me: Do you like ballet?

S: Yes,

Me: Yes? Why do you like ballet?

S: Because my favorite dance.........um, I don't know.

Me: You don't know? so how long have you been dancing ballet?

S: Uh, four years.

Me: Four years? Not so long, how did you get started?

S: Um, ah, °^^1? I ...first, um I don't know, yeah.

Me: So, what started you ballet? How did you get started?

S: Um, high school,

Me: High school? What kind of high school did you go to?

S: Pusan.

Me: In Pusan, so you were from Pusan?

S: Pusan high school art.

Me: Okay, it must be hard to get in. It must be difficult school, Pusan high school of art.

so how did you get into the school?

S:...........

Me: Did you have to dance for that?

S: Yes, major.

Me: So you are in dancing for a long time, so what do you want to do when you 

graduate?

S: graduate?

Me: When you finish your school, what do you want to do?

S:............

Me: Right now, you are first year student?

S: Yes.

Me: so you have three years more, so when you finish university what do you want to 

do?

S:..........
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Me: in three years, so you finish your school, you go away, what do you want to do?

S; dance.

Me You want to dance?

S: Yes.

Me: Where?

S: ................

Me: Anywhere? Okay, so what do you like to do in your free time?

S: Free time? read a book.

Me: What kind a book?

S: S t 71,

Me: Tell me a little bit........

S: Harry Potter series, and so on.

Me: Have you ever seen Harry Potter movie?

S: Yes.

Me: Do you like it?

S: Yes, very exciting.

Me: Is it as good as the book? Which is better, movie or book?

S:  very book.

Me: Book’s better? Why?

S: Book is a look,  well.

Me: Okay, tell me a little bit about yourself, tell me about your background, where you 

are from, who your family is, tell me a little bit about you.

S: My family, father, mother, younger brother, um.

Me: And your parents and your brother are in Pusan?

S: Yes.

Me: You live alone?

S: Ne,

Me: So where do you live?

S: Hannam-dong.

Me: Hannam-dong?

S: Ye, Yitaewon Sinsa between.

Me: Who do you live with in Hannamdong?

S: Ye?

Me: Who do you live with? Do you live with somebody?

S: My.............. my, uh, sister and to, together.

Me: You and your sister? Is your sister younger or older?
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S; -r-lfiVjl, '^1-#....................... young, old, older sister.

Me: How old is she?

S: She’s twenty, twenty t/vo years.

Me: twenty two? What does; she do?

S: She major design, and mow she is ^  I don’t know.

Me: Is she busy?

8: Ye?

Me: Is she very busy?

S: Yes.

Me: Yes, so in your house, who cooks for you?

S: Me.

Me: You? Does your sister cook?

S: Yes.

Me: Who’s the better cook?'

S: She.

Me: She’s better?

S: Yes

Me: So what kind of things do you cook?

S: ^^1 spaghetti arnd  and

Me: Kimchijjigae, um. I’m trrying to learn how to cook. I'm not a very good cook. I’m a

bad cook, how do I cook Kvimchijjigae? Can you tell me how to cook it? I want to try.

S: oh uh, uh, water iin Kimchi and ^^1 , and o ], uh, difficult. I

don’t know.

Me: Did you see my magic box? Reach to the box and take a card, one card. Look at 

the picture, can you tell me; what’s in the picture?

S: ............Boy, picture is b(oy, he is very sad, and and side and watermelon, many food,

uh, background and tree amd uh, tree and river? That’s it.

Me: Okay, thank you. Sc h(ow often do you go to Pusan?

S: Ye?

Me: How often do you go tto Pusan?

S: Winter vacation.

Me: over the winter vacatioin you stay in Pusan? two months?

S: Yes.

Me: Wow, long time, whch do you like better, do you like Seoul better or Pusan better? 

S: Sam.

Me: Same?
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S: Pusan is Seoul very very exciting and kind........ good, goiod city.

Me: So are there any differences? What do you think is ditfferent, about Seoul and

Pusan?

S: .........

Me: Similar?

S: Yes.

Me: How about the way people speak? the dialect is different?

S: .................I think.......................I don’t know.

Me: So when you speak in Seoul can people hear that you are from Pusan?

S: Ye?

Me: The way you talk, when you speak in Korea, people say ah ha, you are from Pusan,

Can they hear in your voice, you are from Pusan?

S: ..........

Me: So, do you speak Pusan dialect or Seoul dialect?

S: Pusan,.

Me: Pusan dialect. Is it hard to understand people in Seoul?

S: Ye?

Me: Is it hard to understand people in Seoul?

S: .......

Me: Easy?

S: Yes.

Me: So when you come to Seoul you change your voice?

S: ..........

Me: Okay, all right,

S: stop.

Me: So look at this, can you see this? Can you tell me a llittle bit about her daily 

routine? What’s her daily routine?

S: Sally’s  diary root?

Me: Dm, tell me about Sally’s day. What does she do during the day?

S: She is wake up seven thir, seven three minute, and she 11 o'clock, school? go 

school, she five o’clock, ofM, five pm, pm hair shop, and, Sally'’s 6 pm, shopping, she, 

she is seven pm, boyfriend is dinner, dinner time, finally, nine, three, thirty,

minute, sh °t-M, shower.

Me: Okay, do you think Sally has a good day?

S: Yes.

Me: Yes? Is her day like your day?
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S: No.

Me: No? What’s your day like?

S: I woke up 8 o’clock, 8 o’clock ......................uh, same.

Me: Do you go shopping? Do you like to shop?

S: 6 o’clock read a book.

Me: read a book? Students should study. You have a dinner with your boyfriend? Where 

do you usually have a dinner?

S: Many kind food, food.

Me: What's your favorite?

S: Pizza, bread, chicken.

Me: Okay, Not so Korean. Pizza, bread, chicken. Um what about Korean food?

S: Pulgoki.

Me: Um, Pulgoki’s good, um, do you have any questions for me?

S: No.

Me: No questions for me. Okay, Take this.

8: Thank you.

Me: What I want you to do is to open it.

S: Now?

Me: Yes!

8: Wahaha, Um?

Me: 8o, here’s the direction. See what you can make. Tell me what it is.

8: Ah.......

Me: Look at the directions. Tell me what you are doing as you make it. Describe what 

you are doing.

8: Ye? Difficult.

Me: Okay, all right. Stop.

Moderate Low

Subject 27

Me: Okay what we are going to do today, I’m just going to ask you some questions 

8: Yeah.

Me: and answer them and try to have fun.

8: Yeah.

Me: Okay? Don’t worry. Don’t be nervous, so what’s your name?

8: Ah, My name is Chae, Jiyeon.
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Me: Chae, Jiyeon. Jiyeon, should I just call you Jiyeon, or what should I call you?

S: Yes.............. yes,

Me: Jiyeon is good? You like your name?

S: Ye?

Me: Do you like your name?

S: Yes.

Me: Yes? How did you get your name?

S:  ah ah my father

Me: Your father picked your name?

S: Yes

Me: What does it mean, Jiyeon?

S: ah no, knowledge and lake.

Me: Lake of knowledge? Sounds good. Who’s your GEP teacher?

S: ..............

Me: Who’s your teacher for GEP 2?

S: Ah, Professor, Mel Salta.

Me: Professor, Mel Salta, Can you describe Mel Salta to me a little bit? What is he like? 

What does he look like? How does he act? What kind of person is he?

S: Ye?

Me: What is he like?

S:  ah, food. .. He likes food and he kind and humor, humorus

Me: Good, what days do you have class with him?

S: It's Tuesday and Thursday.

Me: Tuesday and Thursday. ..What’s your favorite day of the week?

S: Friday,

Me: Friday, Dm, why?

S: Next Saturday and Sunday.

Me: What do you usually do on Fridays?

S: Ah, Homework.

Me: Really? It doesn’t sound exciting. Not a good day. ..Homework, Homework day, you 

spend all day on homework?

S: My major my major is many homework.

Me: Really? What’s your major?

S; Design.

Me: Design, a lot of homework?

S: Yes
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Me: Are you in the first year, second year, third year? What year are you in school?

S: First

Me: First year? You are new, you are a new students. Do you like university?

S: Yes.

Me: Yes....Which school do you think better, high school or university?

S: University.

Me: University? Why?

S: I’m free. High school is very very very regular? like...regular like and university is ah, 

ah, ah, very I like, uh, I do uh, my favorite thing.

Me: So, what is your favorite thing? That’s interesting, what are some of your favorite 

things?

S: Painting, and painting 

Me: You like to paint?

S: Yes

Me: Can you see the painting there?

S: Yes

Me: What do you think of that painting? Can you paint better than that? Yes?

S: Good

Me: What kinds of things do you paint?

S: I do not painting, and study study old painting, west paint, picture.

Me: Okay, so, reach into my box, pull out one card, okay, look at the picture and can 

you describe? Oh, that’s a bad picture, too simple. Get another one. Okay, look at the 

picture. Can you tell me the picture? Don’t show me the picture. Just describe the 

picture to me.

S: Ah, ah, ah, ah, Robin Robin beat bad people but another bad people  hand ..gun.

yes, and Batman Batman sit, sat, Batman, sat the woman, in water.

Me: Jiyeon, what do you like to do in your free time?

S: I play computer game.

Me: Really? me too. What’s your favorite computer game?

S: Tetris, Alkkaki, or Star Craft,

Me: Alkkaki, what’s that? I don’t know that game.

S: This game,

Me: Can you describe it to me? Tell me how the game works? What do you need to 

do?

S: Yes. Black and white, paint, and be beat beat beat this point and another point, beat 

and and another point another point go, I I don’t know.
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Me: How do you play that game? If I want to try this game, how can I find the game? 

Where can I play it?

S: Sorry.

Me; You have to have CD Rom or internet game?

S: Yes Internet,

Me: So how do I what where do I go on the internet to find it? What do I have to do to 

play the game?

S: Site? Marble... Site address www point, net marble, point com net

Me: The page opens up and what do I do with the page, the page opens, right? net 

marble dot com. What do I do? What do I see? What do I have to click? I’m not very 

good at computer so you have to help me...

S: You, you................you will you will members, members, name, name and your number,

okay, number and your  your information, you you write your information in this site

and then you be membered into the in this site and then join there you can join this 

site’s game.

Me: Does it cost money?

S: No, no money, there are there there are there is Tetris, and Allkaki, and many game, 

you , you cou, you choice your like.

Me: How much time do you spend playing computer games?

S: Friday and Saturday, Friday and Saturday, I and two hour around, about two hours.

Me: That’s not bad. That’s not so much time.

S: But but last year, every day.

Me: Really?

S: Yes, But, recent because so many homework, so I don’t join this game,

Me: As a university student do you have more homework or less homework than the 

high school? University has more homework than high school?

S: University.

Me: Which has more homework, university or high school?

S: University homework 

Me: More homework?

S: Yes

Me: I thought high school so much homework.

S: high school, high school class more

Me: Um, okay, lots of classes no homework. University small classes lots of homework. 

But university’s better....

S: Yes
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Me: Do you like homework?

S: No, no, no, but yes

Me: How about your major? Do you like you major?

S: Yes

Me: Yes? Design has lots of different parts, which do you like best?

S: I don’t know yet. Visual.

Me; Visual, okay. Can you see this picture?

S: Yes

Me: That’s the sister’s typical daily routine. Can you tell me what's her day is like? Can 

you tell me what her daily routine is like?

S; She ah going she, she wake up wake up fi, 5:10 am, and she then she pi, pi, play,

play at 6 am and then she study, she ss study at 9 am  ah after that ah, she

clean clean her clean her room at 2 pm and she she eat dinner? dinner at 7 pm, and 

finally, she go to bed at 10 pm.

Me; So what do you think? Does she have a good day?

S: No

Me: No? What’s the problem? What’s wrong with her?

S: She need to join her life.

Me; Do you think, is her day fun?

S: Ye?

Me: Is her day fun?

8 ; ...........

Me: No? Would you like to be a nun?

S: ..........

Me; Do you want to be a, Would you like to be her sister, nun?

S: No

Me; No? Not fun? So what do you want to do in the future? When you graduate 

university what would like to do? What kind of job do you want? What would you like to 

do?

S: I wish designer.

Me: What kind of designer?

8: uh.

Me: What do you want to design?

8; good designer, visual or visual designer I want.

Me: Sounds good. Okay, do you have any questions you want to ask me?

8; ............

516



Me: Okay.

Moderate Mid

Subject 21

Me; Okay, so why don't you just tell me your name?

S: My name Is Jin-young Choi.

Me: Okay, what should I call you?

S: Jin.

Me: Jin, it’s an easy name. Jin, who's your GEP teacher?

S: Ha, Jiyoung.

Me: Do you like Ha, Jiyoung?

S: Yeah.

Me: Why?

S: Uh, she teaches uh, having, anthesty? (enthusiasm?)

Me: Dm? Good. So, Jinyoung, Jin, tell me a little bit about yourself.

S: um. I'm second grade year in my school and sophomore and my major is advertising 

and public relation. It's a kind of communication.

Me: What else?

S: I like to listen music.

Me: What kinds of music do you like?

S: Popular music song.

Me: So who’s your favorite singer these days?

S: This is Bada, do you know her?

Me: Uh, huh 

S: I like.

Me: Why do you like her?

S: She sings a song very well, and her dancing is powerful.

Me: Do you like to dance?

S: Yeah.

Me: What else about you, where do you live?

S: I live in AhHyun-dong.

Me: That’s not too far. Who do you live with?

S: Who do you live?

Me: Yeah, who do you live with? By yourself?

S: My parents and younger sister and little dog.
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Me: With your little dog? What's your little dog’s name?

S: uh, Yongee

Me: Yongee, so what’s your dog like? I like dogs.

S: My dog like something to eat, anything.

Me: Anything? Describe your dog to me.

S: It’s a kind of Pekini, she like sleeping.

Me: Lazy dog.

S: But, she, her character is bite and well being her is easy, easier than other dog.

Me: So you live in AhHyung-dong, How do you get there from here, so let’s imagine. I

want to visit your house. I like to visit people so maybe next week I want to visit your

house. How do I get here from this office to your house? How do I get there?

S: There is bus station across my apartment and that and I take a bus number 143, I

take a bus to 20 minutes and then I take off the bus and wa, walk street 10, 10

minutes about 10 minutes I arrived my school. I ...

Me: Okay, do you like where you live? You like your neighborhood?

S: Frankly speaking, I don’t know who are my neighbor.

Me: Okay, what kind of house do you live in? Describe your house a little bit to me.

S: It’s normal apartment, um, in front of my apartment, there is big road, so sometimes

we we, because there are too many cars.

Me: What floor do you live on?

S: Um?

Me: Which floor is the apartment?

S: 2"'̂  floor.

Me: Is it a big apartment?

S: 18 floor.

Me: Let’s talk about your major. You said you major in advertising and a type of 

communication. What courses are you taking?

S: Information analyzing, customer behavior, marketing communication, uh, it’s, they are 

interesting, the some little bit hard.

Me: Um, It must be hard, university, too easy, so what is the class you like this 

semester?

S: Jazz dance

Me: Jazz dance? Really? Do you take a course in the university. Jazz dance? Is it 

difficult?

S: It’s interesting, and easy. My major subject are too difficult, so I like generous of that 

like dancing.
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Me: Are you a good dancer?

S: No, careful dancer, but I like it.

Me: So how many people are there in that class?

S: twenty.

Me: So you meet them once a week?

S: Yes.

Me: Okay, reaching to the box and pull out a card and turn it over, look at the picture 

and tell me what you see in the picture. Describe the picture to me.

S: I think this card, is kind of advertising. There is a child make ______  and she,

he, she, he is holding big bear ________  and in other hands, there is there is sandwich

and in front of ah, _______ of picture, there are many people, um, that card, is written

the message, the message say, they they have a picnic, the people of backwards,

drinking bear, and talking each other, happily.

Me: Okay, so you study advertising. What do you think the difficulties advertising in 

Korea and advertising overseas?

S: I think oversea advertising is ah, um, approach emotionally, to customer, so

advertising abroad advertising  advertising, in _________  advertising on their hide

their brand, or message, they approach emotionally, so um, uh, they em emphasizes the 

entertainment.

Me: What about Korean advertising?

S: And commercial, some advertisement is old-fashioned, um, some advertisement give 

only text message so people, people was bored, reading the advertisement.

Me: So which is your favorite advertisement?

S: um, cellular phone advertisement, there their advertisement theme is so interesting.

Me: Okay, can you look, can you see this?

S: Yes.

Me: This is his daily routine. Can you tell me what his average day looks like?

S: My daily routine?

Me: His. Talk about this one.

S: Um, he wakes up at 7 am, and after waking up, he go, goes to after, ah, fitness club 

for exercising, at 9, uh, at 9 am, finishing, after finishing exercise, he have lunch at 

12:30 pm, at 3 pm he studies his major, and after, and then, he swim after 4, at 7 pm, 

finally he go to bed 11, 11 pm.

Me: What do you think his schedule? Busy?

S: Not busy

Me: How about you? Are you very busy?
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S: Yes.

Me; So, what’s your day like?

S: I get up at th, ^l-M, 8 dock, I prepared for going out and then I go to English 

academy, in there, I stu, study, English for three hours but my English ...

Me: Three hours, what do you do there for three hours?

8: writing paper, conversation, reading

Me: Where do you study? Which academy do you study in?

S: Pagoda

Me: Why don’t you study here at Lingua Express?

S: Some friends recommended that the academy.

Me: Is it good?

S: Yeah, it’s tired that because every day I have to go there.

Me: That’s a lot a lot of things to do.

S; After studying there, I go to my school, and study.

Me: how long do you spend here, what time do you usually go home?

8: Monday, Tuesday, I stay until 10:20 pm.

Me: Oh, Yikes, that's late. What time do you usually go to bed?

8: I usually go to bed 2 am.

Me: It’s too late. Why so late?

8: Because I test, I have testing with my friend, by reading internet.

Me: Friends from Sookdae, or old friends who you chat with.

8: Old friends

Me: Oh, so busy, what do you want to do in the future after you graduate?

S: I’m not sure, um, I want to be brand manager.

Me: Sounds good. Do you have any questions for me? want to ask anything?

8: Do you like your job?

Me: Um, usually, most of the time.

8: Why did come Korea?

Me: That’s a long story. I was very interested in Korea, language, things like that, so I 

decided to come.

8: did you already know about Korea?

Me: Some,

8: Where are you from?

Me: New York.

8: Why did you interest in Korea?

Me: basically, language and writing system.
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S: Do you have many Korean friends?

Me: Yeah, some, so, this is a present for you.

S: Thank you.

Me: Okay, done.

Moderate High

Subject 51

S: until three o'clock

Me: Waiting until three Why?

S: Relax

Me: That's good.

S: Relax...

Me: Not my phone..Her phone. Okay, so let's get started. What's your name?

S: My name is Im KyungAh 

Me: Im KyungAh, IM KYUNGAH 

S: But, Lim 

Me: Why is L there?

S: The The Chinese name but Korean speak Im, Lim to Im

Me: Okay 

S: So. Lim

Me: Okay, so Kyungah, who is your GEP teacher?

8: Aha, my teacher is van Vlack, van Vlack? ofM , Mel Salta.

Me: Mel Salta, And what days of the week do you see him?

S: Thursday, No, No, No, Monday and Wednesday.

Me: Okay, Monday and Wednesday.

S: Wednesday

Me: Can you tell me a little bit about yourself? Can you introduce yourself?

S: Aha, I'll introduce myself. My name is Im Kyungah. I'm twenty two years old and 

Sookmyung Women's university, freshman. My major is natural natural science but the 

two grade, because, become two grade. I’ll the major is biology.

Me: Biology...You like biology?

S: Yes.

Me: Why?

S: I don’t know but I like them high school, and the see the documentary of the virus 

but I’m shocked bio..virus because the virus is disease or the ..____ but I’ll cure this,
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cure this disease. I’ll cure this them. I'll cure many people of that disease, HIV, ^-l. 

Yeah, HW? and influenza...

Me: So what do you need to do that? What type of biology do you need to study? 

Biology is sort of huge field, all different sub-field in biology, so which, which specialty?

S: Virus, virus, virus, virus or ^’-‘S? Speed? the small influenza, HIV, the people related 

people, people’s disease, I'll try study this, biology.

Me: How are you....How are you going to study this? What are your future plans?

S: Aha, um.

Me: You need to become an expert biologist.

S: I'll graduate this school and graduated school and I’ll go graduated school of biology. 

I’ll America or Japanese go there. I’ll study them, take the doctor and study about 

disease, ¥■), virus disease, study them and cure them, vaccines, invented vaccines or 

cure, cure and help the poor people and go Somalia, and Ethiopia and help them until 

die.

Me: Sounds like a long plan, long-term plan. Lots of studying.

S: No, no, no.

Me: You have to study for a long time.

S: No, no, no

Me: You must like to study.

S: Yes

Me: Why why do you like study? What is it about studying that you like?

S: Most of all, I I like all of them, ?-), learn learn English, Japanese, Chinese, and meet

people. Study is the help other people. Study topic, topic? Yes. topic is help other 

people so I’ll must study and I’ll like study. Others, very important people. I'll become 

important people others world's good.

Me: Sounds like a good plan. Okay, reach into the box and take one card.

S: One?

Me: Okay, Can you describe what your picture looks like?

S: Yes, This picture is the family, yeah and the garden, and the mother, father and 

daughter. They are the um, the Wednesday, Tuesday, Monday, um, Wednesday, 

Wednesday their holiday. So the doc, the father dig the garden, mother, the tulip, tulip,

or hyacinth, the, where, they put the put the ____  dish?, and the daughter ,

pour the water the flower so they are very happy because they family is very perfect big

family, um, they are very rich, richer, so they are very luxury clothes, wear clothes.

Me: Okay, How about your family? Do you come from rich family?

S: My family is number six, large family
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Me; Six people, hugh

S: Grandfather, grandmother, father, mother, younger brother and me. In my grandfather 

mother is very old. and eighty one years old. My mo,, my father is eight tw/o years old 

and my mother is eighty one years old. But my father is professor and my mother piano

teacher, Hagwon, do you know?

Me: Uh huh

S: Hagwon, teacher so my parents has a job so my grandfather, grandmother is like my 

mother and father, my younger brother and me, like this ?-!, make

us rice, like me, like father and mother we call grandfather and grandmother.

Me: Who in your family do you get along with best?

S: All all of them. My family, I like very love them.

Me: What kinds of things do you do with your family members?

S: My love, give love, and my mother’s birthday is Christmas so Monday, last Monday,

I'll give the that, I give, my father, ol-M, my younger brother and me give many presents,

buy the clothes, oh, my money, yes, but uh, my mother is very happy so I like them

and my father my father want my me, ^>1-̂ , I and my younger brother become the

professor, so wish we’re study hard, so I’ll study hard. My grandmother is the weakness, 

cfM weak because of very old, he, oVM, she is in the hospital. most, everyday 

I will go I will go hospital and my younger brother is student, university student, twenty 

years old. My younger brother major is chemistry. My younger brother is twenty years old.

He is so kind like brother, older brother.

Me: So your brother is one year younger than you?

S: No, two 

Me: Two years?

S: I’m twenty two years old and my mo, brother is twenty.

Me: So, he is the first year of university? What about you?

S: Ah, it’s very long history.

Me; You are also first year, right?

S: I twenty, I graduate high school and I go to another university, so

Me: Oh, what university did you go?

S: Inchon Inchon University. I go to one year, and the winter vacation I will study start 

did again, so one year, it’s a big time study one year one year’s study, twenty two this 

year, I go to university again. So...

Me: Is it easy to transfer from one university to another?

S: Pardon?

Me: Is it easy so you transfer from one university to another? Is it easy.....
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S; No

Me: W hat do you have to do to transfer from o n e  university to  an o th er?

S: like univer...U SA  like, SAT, Korean is you know ?

Me: uh huh

S: So I study I study '*-1 study study, one, for o n e  year.

Me: You took a  y ea r off and  studied for a w hole y ea r  for the  exam . W hat a  pain!

S: Um?

Me: S o u n d s difficult, no fun. So you a re  happy you transfe rred?  W as th a t w orth?

S: Y es, but I little dislike, dislike little 

Me: W hy?

S: w om en 's university b e c a u s e  so , w hen I twenty, Inchon university, the th e  boy and 

good friends, a  lot of boyfriends and lot of lots of girlfriends, is go  to  MT, go to this 

very  m any people, ° l ^ ^ l  go to theater, Lotte World but this university is

<ilc]-7l- perso n a l?  personal place, one peop le or two peop le , on e  people, I like

dislike I like m eet the  m any people but this university ..one...

Me: W hat is tha t?  S trange! why should it b e  different?

S: I don 't know but I think nature sc ience, biology, chem istry, physics, it’s  very lot of 

peop le  on e  hundred forty, I don’t know ea ch  other, b e c a u se  study, c la ss  is different, 

don 't s e e  each  other. W hen two grade , beco m e two g rade , cho ice , choice th e  major, 

biology, physics, chem istry, so  peo p le ’s  num ber Is very different. P hysics Is very small, 

ten  or twenty but biology is eighty eighty or seventy ..

Me: Big

S: Ya, but this year, the  chem istry is the large I think so  this p eo p le ’s p eo p le 's  this is

the  play the on e  or two one , two I think

Me: Okay, Interesting can  you s e e  this picture?

S: H ahaha,

Me: C an  you tell m e w hat his daily routine is like?

8: Ah, think my routine?

Me: Um, his routine

S: His routine? Ehe, h e ’s  very diligent b e c a u se  h e  h e  w akes up around  sev en  am  so

w ak e s  up after, an d  he jogging out the  park, going to park, go to park, a t a t ni..

uh? a t nine am , and  e a t  the  lunch, twen, twelve thirty rice or the  fish and ^  and the 

vege tab le . Very delicious I think. He study English until se v e n  am , o)-u| se v en  pm, he 

likes English so  very study  hard and he can  he can  swim, I think he is a sw im m er so

h e  practice until until se v en  pm a t sev en  pm and he is very tired b e c a u se  the swim is

very hard and to go  to th e  hom e, o}.q ^go to hom e, he go to bed eleven  a t e leven
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o’clock so he is his routine.

Me; What about your routine? Is your routine similar to his?

S: No

Me: No? What's your routine like?

S: I I wakes I wake wake eight o’clock and eat the morning because my mother pro, 

profe, pro, my mother give me the breakfast and and turn the TV and watched

watches, watches drama and watches newspaper paper with mother and turn the 

computer until, of, computer, internet surfing until twelve o’clock and I produce, pre, 

preduce? produce, make lunch because I will give my grandfather so lunch and

read the book until seven, three, four or five o’clock study English or I think

the vacation. I’ll learning Chinese so until five o’clock study Japanese and I will turn, 

turn? internet, computer, and internet surfing again seven o’clock and after my mother 

and father come back home so talk talk talk all, all the day talk un eight o’clock and eat 

the dinner all family ah, eight thirty and again turn TV and watches watch drama and 

news and documentary, «>|-M father likes that, documentary, the show and again talk my 

father and mother with all of and I’ll I will go I will go to bed around twelve o’clock. Yes. 

This is my daily routine.

Me: Sounds pretty busy.

S: Yeah, but I the It’s very miss miss the time so this is like routine like this.

Me: So what kinds of web sites do you search for? when you search the internet...

S: Ah, DAUM daum cafe do you know?

Me: Yeah, and what do you do with that?

S: Like the university, university and biology and ____  the clothes, ah, it’s all of them. I

like I like them so most of all I like voluntee— ry university..

Me: Okay, sounds good. All right. Here’s a Christmas present for you.

S: Thank you very 

Me: Your welcome

S: <H? Christmas tree ...present

Me: Thank you...Okay, we’re done.

8: Bye?

Commanding Low

Subject 24

Me: so you know we are just going to have a nice talk. We’ll try to have fun. So why

don’t you start off telling me your name, please?
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S: My name is Kim Inyoung.

Me: Kim Inyoung, Your name is Iris 

S: Yes.

Me: written down here. It's an interesting name. Where did you get it?

S: When I was 15, I went to institute, English Institute. Teacher give us English name, 

children so I liked my English name but one teacher in Lingual said to me that name is

so old. ____________ me.

Me: Do you know what it means?

S: Some parts of eyes one, and another is flower’s name.

Me; Flower’s name. __________  Iris, So, do you like the name?

S: yes.

Me: Then why don’t you keep it? _______  old-fashioned. So Iris, who’s you GEP

teacher?

S: Mai Salta.

Me: What days do you see Mai Mai on? What days do you have class?

S: Monday and Wednesday class

Me; Monday and Wednesday. Do you like Mai’s class?

S: Yes.

Me: Yes? Why?

S: Because he’s lots of to talk about, it’s good, interesting class, so many activities like 

that.

Me: Good, so why don’t you start off? Introduce yourself to me? Tell me about yourself.

S: I said my name and English name. I’m a freshman on this school. I major in Nature 

science and I’ll study abroad chemistry from next year. I want to go I want to go to

study in USA, the, the old ________  institute. Do you know that institute?

Me: Uh huh.

S: I want to study about environmental problem. That’s it.

Me: Sounds interesting. Tell me a little bit about your family.

S: I have, my family members are four, mother, father, and younger brother. My mother

is a high school English teacher. My father is a professor of Chonan University. He, His

major is management and my younger brother is teaching now. My younger brother is 

taller than, much taller than me, 187 CMs so that frightens me these days. My 

hometown is Daegu so I live alone now in boarding house.

Me: You live alone in the boarding house. Is your boarding house near here?

S: Yeah.

Me: so I walk out of this office. How do I find your boarding house? Can you direct me
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to your boarding house? I want to visit you.

S; This is graduate building and down the the gate, school gate, and turn left, and walk

for 3, 30 seconds, you, when you see at left you can see the house uh, mine. There is

sonne some restaurant, this is BaeKopsigau you know next to my hording house.

Me: Okay, how did you find your boarding house?

S: One of my relative lives there too. She’s 2""̂  grade now in here about Korean history,

studying about Korean history. She introduce me that.

Me: What’s your relationship with her?

S: Ah, My aunt is her her mother’s younger sister.

Me: ___________

S: Yeah.

Me: Is she nice?

S: Yah, she’s nice. When I am alone and lonely, I go I went to her and talk about many 

things.

Me: So you've been in Seoul for a few months.

S: From Feb. this year, I’m in here.

Me: so what do you think Daegu is smaller city than Seoul, which city do you think

better?

S: Many cultural things like stores, musical good here, but they are people’s attitude and 

kindness is better here.

Me: When you are in Daegu, where do you hang out?

S: Ah..

Me: If I go to visit Daegu, where do young people go? Where should I see in Daegu,

S: There’s no fresh place to visit but in near my house there is some beautiful park near

the town. There is a good place. These days many people go there.

Me: Soosung?

S: Yeah, you know?

Me: I had lived in Daegu almost two years. I lived in Jisan-dong. Where do you live in 

Jisan-dong?

S: Do you know the __________ high school?   high school, Next to the school,

there’s some apartment.

Me: Which apartment?

S: Nokwon.

Me: I lived in Hwasung apartment.

S: Many of my friends lived in there now.

Me: Oh, that’s good, you said you want to work for environmental, ______  institute?
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S: World watch institute.

Me: World watch, what kinds of things are you interested in that?

S: ah, especially health and air pollution because I want to I want to study about the air 

pollution so now I want to study chemistry, there are many basic things in chemistry. 

Especially I interested in air pollution.

Me: Have you ever been up to the top floor of the science building, where they have 

the atmosphere research?

S: Ah, yeah, my chemistry professor, it’s a he works over there so I heard of that much 

from him.

Me: Is he convinced you?

S: No, now I study general chemistry so not yet.

Me: So how do you think we can stop air pollution, what will be the best, what is the 

simplest way to fix the environment?

S: It’s the common one but using a public public, I don't know that part yet, using a

public, and subway. It’s a very very important part of

Me: You think you can do that for Korea?

S: Not yet, but I want to make a plan to the ________ .

Me: Do you drive?

S: I have a driver’s license but now,

Me: so if we don’t use a car, do you think mass transportation is sort of good enough

without people using a private car? What kind of alternatives can we come up with?

S: I went to Europ, during summer vacation. In Europ country there are so many public

ride things in there but in Korea not much of them so so we need another we need we

need to resemble them, like best part and there’s some ticket using all days all riding,

but here’s no ticket like that. It is ah, when people using that ticket, they reduces, they

reduce their fee so many people using that ticket so don’t driving, don't ride car, so it is 

one kind of alternative.

Me: Okay, yeah, _ _ _ _ _  I hate cars. You said you want to study abroad. What 

university?

S: My dream is I want to study in Cornell, Cornell university?

Me: That’s the best university for chemistry?

S: But one of professor major in there and I heard much about from him so I am so 

attractive to me.

Me: _________

S: It’s difficult but I will try to study and.

Me; Okay, reaching to the box take a card turn it over tell me can you describe what
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you see in the picture? Describe the picture for nne.

S; There is an angel, angel and bird, many cards, angel, ah, angel make baby party by

doing by doing ___________  and no one, there's one child riding on the bus, near then,

another children’s follow him.

Me: What’s the funniest things that ever happened to you? What’s the funniest thing you 

ever seen?

S;  I don't know about...

Me: Nothing funny?

S: many funny but there Is no one interesting thing.

Me: I need the funny story today, I'm not a good funny storyteller, Could you tell me any

funny story?

S: ____________________

Me: Really?

S: I thought of him.

Me: What's the funny story about him?

S: That was one activity of our class. I want ah ............  major, working from the

top of the school. They told me funny story.

Me: Did you answer?

S: No, but I want to major piano 

Me: What changed your mind?

S: Many things changed my mind. When I was middle school student, playing the piano 

and studying, two of them are equally interesting, that time I had really good grade from 

teachers, so I want to trying to study, then, there is another many things that change my 

mind. It is the best thing to...

Me: Are you happy with you major?

S: Yes

Me: how did that work? You are natural science major now and then, Next year, you are 

going to make your chemistry. How did that work? I know they changed the system at 

the university. When I first started here, the system was different. There was no natural 

science major. I'm not really sure how that works, Can you explain that to me?

S: ah, when we are freshmen, we must study physics, and chemistry, and biology, each, 

three, ah, two times three classes a week and when we go to the second grade, we 

must choose one of them, study one thing.

Me: Most of your friends, what are they going to choose? Which is the most popular?

S: Probably, biology?

Me: More than chemistry.
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S: Second is chemistry.

Me: Nobody wants physics?

S: But school has some some some plan, because physics, students don’t want to major 

in physics from now on, so they choose, they choose, especially tell about tell students 

they must major that.

Me: How do you get to pick what you must study? That’s not so good.

S: When they entrance this university, they promise that thing to university, and entrance 

Me: so physics majors, they don’t like their major.

S: No, but they really like their major, and our professor, of one makes me very 

interesting to physics in this semester.

Me; Good subject. It’s a good subject. So we’re going to do a role play. Do you like to 

role play?

S: No.

Me: No? All right well anyway we are gonna do role play.

S: What’s up?

Me: So take the card and read it We will practice after reading. Let me know if you 

understand.

S: ___________________  I told you.

Me: You understand that?

S: Yes.

Me: You convince me.

Thank you mam, I hope you have a very good meal. Here’s the check.

S: I don’t have any money, my money is at home. What can I do?

Me: I think you have to go to kitchen and wash the dishes.

S: Ah, there is my one friend, take you, if you get him. I’ll go home and bring money, 

and pay for it, I will pay for it.

Me: how long is that going to take?

S: ah, three minutes.

Me: Three minutes, if it takes more three minutes, your friend has to order more food.

S: Yeah.

Me: Okay?

S: Yes.

Me: All right.

S: It’s too difficult.

Me: It’s okay. Do you have any questions you want to ask me?

S: I was a member o f ________  not so good, you direct, correct the right thing It's very
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useful, __________

Me: Did you check after I correct it?

S: B u t__________ attract me so I must read

Me: Are you still writing for Sookmyung Times?

S: No,

Me: Why not?

S: Because last summer vacation I go to Europe with my family, the schedule, our travel

schedule is the same as the training course, ______

Me; We will do it later come back.

S: They told me you go back. _____________  about like that, so I do some activities at

SIC

Me: What’s that?

S: Sookmyung International Club,

Me: What do you do at the international club?

S: make some foreign friends, with them go somewhere, go to see a movie, make some 

food.

Me: Sounds good. Okay.
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