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“Abstract

English language teaching in high schools has suffered from certain s'hortcom.ing"is:-Pa-sl";'

teaching techniques have led to the passive understanding of the language, without any c-a;éoaCity

P - to use it. On the other hand, communicative language teaching methods have emphasnzed---thc

importance of language use rather than language usage.

The present article tries to investigate the role of “language functions” in high school

- English textbooks. The writer has identified four stages in teaching language functions: (1)

preparation (2) reading and discussion (3) repetition (4) communicative drills. The article

then enumerates various techniques in each of the above langnage use/ communicative drills
mentioned stages.

. Key Words: Language functions, Language teaching, Communicative drills
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st. 1: I weigh about 50 kg. How much do you
weigh?
st. 2: I weigh about 45 kg.
st. 3: I weigh about 52 kg. How much do you
weigh?
st. 4: I weigh about 42 kg.
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st. 1: (turns to st. 2);: What’s the weather like in
Tehran?
st. 2: It’s quite nice (turns to st.3) what’s the
weather like in Tabri?
st. 3: It’s very cold. (turns to st.4) What's the
weather like in Bandar Abbas?
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st. 1: How do you usually go to school?
st. 2: I usually go by bicycle.
st. 3: (turning to st. 4 and pointing to st. 2) How
does he usually go to school?
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How many people are there in this picture?
Which one is'Mr. Akrami?
What does he look like?
What’s his nationality?
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How much is the tea?
How much does a box of matches cost?
What’s the pnce of a bar of soap?
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How do you get to school from your house?
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st. 4: He usually goes by blcycle
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Abstract
 The addmission of students of English to the universities of Iran is based on the sum of
English, Theology, Persian literature and Arabic scores. To indicate the inaccuracy of this way
of addmition, the study argues that the proportion of scores should be changed in favor of English.
According to this study, although the corrolation between English and total scores, in terms
of both ordinal and interval scales, is significant, the contribution of three other subjects is
remarkable.
The study claims that in order to addmit students to major in English, the share of language
should be increased or at least a level a candidate must be qualified.

Key Words: Corrolation, Findings, Methods and procedures, Significant, Critical value,
Mean(X), Standard Deviation, Range, Minimum grade, Maximum grade, Results
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Reading Through Interaction 1,283, The selections
in these books help students develop their reading 8
skills in a meaningfu! rather than mechanical way, (%
enabling them to successfully tackle other academic
texts. The readings per chapter come from a variety
of authentic sources such as textbooks , magazines,
‘newspapers , and so on and are accompanied by pre
and post reading exercises , including skimming
scanning, making inferences, paraphrasing and
problem solving. These books enable students to
deal effectively with sophisticated reading materials
of both a scientific and humanistic nature , bring
the readers from a basic level to the higher compet-
ence needed for tackling more difficult work, such
as that of college classrooms, and help those who
wish to read with a deeper understanding.
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processing strategies, the taxonomy does
represent an exhaustive list of the cognitive
operation the subjects in this study reported.

The findings of the study would also suggest
that explicitly describing, discussing and
reinforcing strategies in the classroom can have
a direct pay off on students outcomes.

Researchers suggest that teachirig learners
how to use strategies should be a prime
consideration in the reading classroom,
(Barnett, 1988). Garner (1987, 1990)
emphasizes that low proficient readers need
guided practice if strategy training is to be
successful.

Most of the research in the area of the
foreign language learning strategies has
focused on the identification, description, and
classification of useful learning strategies (see
GU and Johnson, 1996, and Oxford, 1996 b).

7.3. Suggestions for Further Research

An area for investigation would be possible
to compare and contrast language learning
strategies with language use strategies,
especially in tasks such as the story telling, in
which some learning was expected to be going
on while reading the text and using the glosses
that were provided.

Another area for further research would be
useful to spell out just what strategies - based
instruction looks like in the same classroom
overtime and in different classroom throughout
a language course. |

Yet another suggestion for further study

would be to assess the extent to which learners
transfer their strategy training from the
experiment to performance in subsequent
language classes.

Moreover a research can assess strategy use
in the two types of reading by receiving a
strategy questionnaire in the native language;
the least impact of a questionnaire in the native
language; the least impact of a questionnaire in
the native language may decreas partipants’
confusion on the six - point scales for the proper
selection and, therefore, can result in different
decisions.
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7. Conclu-sions, Implications

and suggestions

The results of this study indicate that the

-readers scoring high and those scoring low

appear to be using the same kind of strategics
while reading and answering the
comprehension questions on either measure
ments. This seems to indicate that strategic
reading is not only a matter of knowing what
strategy to use, but also the reader must know
to use a strategy successfully and orchestrate
its use with other strategies.

It is not sufficient to know about strategies
but a reader must be able to apply them
systematically. The poorer readers in this
study appear to be aware of the right kinds of
strategies 1o be used but they may not know
how to determine the successful application
of the strategies. Knowing how to assess the
success of a given strategy and apply
corrective feedback to its use may be a more
important skill to develop.

However, strategy use may also be a
matter of vocabulary control and general
background knowledge. Beginning level
language learners may know what strategies
to use, but because of the lack of vocabulary
or other schema-related information, they
might not have acquired enough language
foundation to build on.

These findings suggest that there is a
statistically significant relationship between
the scores of two performances on
standardized reading comprehension test and
academic reading task, the correlation
coetficient being 0.609 at <0.0004. In strategy
use between the two reading measurement,

the null hypothesis is rejected for 45% of the
total strategy types (about twenty strategy items
in five categories) and the null hypothesis is
confirmed in 55% of the strategies.

Another significant finding from these data
suggests that the use of the processing strategies
while reading for academic purposes in two
texts are very similar and in 79% of the
exammed strategies, there existed statistically
meaningful relationship between variables
which are strategy items in two text.

Another finding from these data suggests
that there is no significant diffenece in strategy
use amony these groups of high, mid, and low.
High group readers used fewer strategy types
than low group readers in SRCT, so the
intensity of strategy use does not appear to
contribute to a higher score on reading
comprehension.

The innovation in this study was to make a
direct link between the frequency of use of a
given strategy on two reading contexts, so the
two variables in the 132 Pearson Product -
Moment Correlation Coefficents were strategy

types.
7.1. Pedagogical Implications

This investigation has implications both for
research and for pedagogical practice. The
study aimed to identify the strategies readers
reported using while involved in reading
standardized reading comprehension test and
academic reading task. In particular, the
taxonomy of processing strategies developed
from subjects’ protocols may prove sueful to
other researchers. Although it was not intended
to be a complete representation of all possible



the same and the null hypothesis for the second

research question is confirmed.

6.3. Investigation of the Third Re-
search Question

The result of the correlation coefficient
between individuals no two types of reading
was 0.609 and its probability level was
P<0.0004. So the third null hypothesis was
rejected and a plausible interpretation would
be that those who were skillfull in one
performance were also proficient in the other

reading task.

6.4. Comparison of participant
Rarnking

In order to take a closer look at how reading

strategies in these two reading contexts were
associated with performance, all participants
were rank-ordered according to their mean
scores on each of the reading instruments. The

_ participants were then divided into three groups
of high, mid and low comprehenders according
to their scores on these reading.

6.5. Investigation of the Fourth
Research Questiun__”

In order to know if there was any significant
difference among scores in SRCT and ART in
different group, an ANOVA with the design of
completely random blocks and the comparison
of Duncan’s Multiple Range Test was
computed. The table of ANOVA procedure and
Duncan’s Multiple Range Test is shown below

As Duncan grouping shows there is
statistically significant difference between the

groups with different means.

Analysis of Voriance Procedure

Class Level  Infromation

Class Levels Values
GROUP 3 1 23
TEXT 2 b2

Number of abscrvations in data set = 60
Dependent Vuriable: SCORE

Source DF Anovass Mean Squre F Value Pr>F
GROUP 2 6793.433333 AWT76667 2407 04001
TEXT 1 17.066667 17.066667 0.22 0.6398

Dhunean’s Multiple Range Test for Variable: 3CORE
NOTE: This lest comrols the type | comparisonwise error rale,

not the expertmentdwise ermor rale

Alpha = 0.05 df =56 MSE = 77.09345
Number or Means 2 3
Critical Range 5.595 5852
Means with the same letier are net significanly different.
Duncan Grouping mean N GROUP
A 67.450 0 |
B 50.400 20 2
C 41.850 20 3

- 6.6. Correlation Coefficient between

SRC/MTELP, and ART / MTELP

In order to know whether success on a
standardized reading comprehension test can
be attributed to the level of language
proficiency the pearson Product-Moment
correlation coefficient for standardized reading
comprehension test scores, academic reading
task scores and MTELP were computed and
led to the following results.

SRC/ART |SRC/MTELP| ART/MTEL

0.60915 0.81364 0.68001

0.0004 0.0001 0.0001

From the above results we can infer that
success on a standarized reading
comprehension test may be attributed to the
level of language proficiency. The higher
correlation was achieved by SRCT and
MTELP. So we can claim that SRCT is more
sensitive to language proficiency than ART.




were computed among 132 independent
variables for each one of the 44 processing
strategies in two types of reading. The results
indicated that in 69 out of 132 or 52% of the
cases the null hypothesis was rejected and in
63 cases or 47.7% the null hypothesis was
confirmed.
Table 4.7 The Strategies which confirmed the

groups of individuals show siginficant differences.
Table 4.6 shows the results of the ANOVA.
Because F,,, 0.97<F_; 4.01, there is no
significant difference between the types of
strategies in the two reading texts.

eri

Table 4.6 The Results of ANOVA

Null Hypothesis (63 cases)
fa | Ib|1c|2b]2c|3a|3b|4da|sa]sb] | Sovce| o S| MS F
5c | 6a | 6Gb | 7a}7b | 8a | 8b | 9b |10b| 10c A 2.1=] 1215 12.15 0.97
13a| 13b| I5b| 16a|16b]| 16¢c | 17a|17b]19b} 20b
21a| 216 22a | 220 22¢ [ 232 | 230 23¢ | 24a[ 240 C | 3=z ] 532 4 262 | 212
25a|25b|25¢ | 26b|28b | 30a |31b]{31b|34a| 34b A*C 2 267.6 133.8 10.71*
36a|36b|38a|39a|40a|40b |42a42bld2c| 43a
43b| 242 | 44b Error  p(10-1)=54| 12.49

Total 132 strategies Total 59 1007.65
Table 4.7 The Strategies which rejected

the Null Hypothesis (69 cases)

2a | 3¢ | 4b | 4c | 6¢ 7c | Bc | 9a | 9¢ | 10a

lla| 1Ib{ Llc| 12a| 12b] 12c¢| 13c| 14a| 14b| l4c

I5a] I5¢) 17¢)] 18a| 18b| 18c| 19a| 19¢ | 20a | 20c

2le | 24c| 26Ga| 26c| 27a| 27b| 27c | 28a{ 28c | 29a

29b | 29c| 30c| 3la| 3ic| 32a| 32b| 32c| 33a| 33b

33c¢ | 34c| 35a| 35b| 35¢| 36c| 37b| 37b| 37c | 38

38c | 39b| 39c| 40c| 4la| 41b| 41c | 43c| 44c¢

Note: The numbers 1 to 44 refer to strategy types,
a = Correlation between SR /AR,
b=SR/AR,,

c=AR, /AR,

SR = Standurd reading comprehension test

AR, = Acudemic reading text one

AR, = Academic reading text two

- 6.2. Investigation of the Second Re-
search Question

~ In order to investigate the second null
hypothesis a 2x3 factorial analysis of variance
was computed to determine whether the types

of strategies in two reading texts among three

A =types of strategies, C=levels,  AC =interaction

between types of stratepies and levels of individuals

1)F,,. 96 <F,..4.01
2) Fy.. 2.12 <F,. 3. 16
3)F,,. 10.71 > F,_.3.16

The value for F_.. at p£0.05 level with df(1,
54) ts between 4.03 and 4.00, that is the case
that F= 4.03 is the degree of freedom for
denominator 50 and F=4.00 is the degree of
freedom for denominator of 60. Therefore, the
mean between these F values willbe F_.=4.01.
Because F, 0.97< F_,. 4.01, there is no
significant difference between types of
strategies in the two reading texts. In other
words, it can be inferred that the means of the
types of strategies in the two different texts are



to be answered by the respondents in a set order.
It was adopted from suggestions made by
Cohen (1998) and the classification of
processing strategies were adopted by
Anderson (1991). The questionnaire contained
five categories of processing strategies
including Supervising Strategies consisting of
ten questions prepared to investigate language
learning and language use strategies from the
subjects on the basis of six options. Questions
consisted yes-no ones with an indication of
frequency to describe language learning
behavior used by participants.

The second category of processing strategies
was Support Strategies which are used for
improving reading comprehension in the new
language. The third category was the
Paraphrasing Strategies to extrapolate the
information or speculate beyond the
information presented in the text. The fourth
category was Strategies for establishing
Coherence in text. These are more specific
strategies for determining if the text is coherent.
Finally the fifth category is test-taking
strategies adopted from Nevo’s (1986) Test-
taking strategies on a multiple choice test of
reading comprehension which was used as a
starting point for classifying the test-taking
strategy data reported.

In the third phase of the experiment, the
participants were given a form of academic
reading text {ART) and asked to read and
answer the multiple comprehension questions.
After reading each of the two passages, the
participants were asked to report the strategies
used while reading and understanding the
passage and to report the strategies used in
answering the comprehension questions at the
end of the passages.

Because no time limits were imposed on the
participants during the reading task, they were
asked to do this phase at home without using
any glossaries or dictionaries and return them
after a week. In this regard the questionnaire

should be read and answered twice for two texts
and the appropriate options should be checked
on the tables one and two drawn for this

purpose.

The fourth phase of the study was the second
administration of the reading comprehension
tests. The subjects who took Form A on the first
admunistration took Form B, and vice versa,
and it was three weeks after the first test
administration. The purpose of this phasc of
data collection was to have the participants
verbalize the strategies utilized while reading
and answering the comprehension question
during the standardized reading test. Then they

" responded to the questionnaire for each one of

the fiften reading comprehension tests.
Following the self-report method for that
portion of the test, the time was then restarted
as they continued to read the next passage and
answered the questions in this way until a total
testing time of forty five minutes had come to
an end. If the participants had any difficulty in
understanding the concepts of the questions,
they received L1 translation.

6. Results and Discussion

| 6.1. The First Research Question Testing

In order to examine the first nult hypothesis
stating that there is no relationship between
strategy use in SRCTs and ARTs, Pearson
Product- Moment Correlation Coefficients
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The subjects who scored half SD above &
below the mean were considered as mid group
(10 subjects) ten from top as high.group and
ten from the bottom as low group. Then in order
to make sure that these groups were not at the
same level, a one-way ANOVA was calculated
and F, 148.64>F ; 6.11 because our obtained
F=148. 64 exceeds F ,=6.11 and it was
concluded that the three groups were not
homogenious. Twenty of the subjects were
females and ten were males. The amount of
time they studied at the university ranged from

3 years to 3‘-21- years,
' 5.2. Materials

Materials for the study consisted of a test of
language skills - standardized reading
comprehension tests Form A and Form B which
were selected from different sources including
TOEFL: “Reading comprehension and
vocabulary workbook” by Elizabeth Davy and
Karen Davy (1984), the TOEFL: Test of
English as a foreign Language copyright (1987)
by Education Testing Service, and Reading
Comprehensions from Isfahan Language
Center. The third type of materials for this

- research contained academic reading texts

selected from Advanced Reading
Comprehension by Gethin (1979) and the
above mentioned book by Davy.

Test of language skills including short
reading passages is a standardized reading
comprehension test consisting of fifteen
reading short passages varying in length from
28 to 185 words, each followed by two to four
multiple choice comprehension questions for
a total of forty-five questions. The test takes

forty-five minutes to administer. The passages
are written on a variety of subjects.

The Kuder Richardson Formula Twenty One
(KR-21) reliability coefficient for Form A of
standardized reading comprehension tests is
0.78 and for Form B is 0.69. The (KR-21) for
Form Q of the MTELP is 0.88 measured by
the available scores obtained from 30 subjects.
The two academic reading passages or long
reading texts consisted of materials from two
areas: science and soctology. It is important to
note that passages ranged in length from 500
words to 867 words and each followed by
twelve comprehension questions for a total of
twenty-four questions for the two passages.
Multiple choice questions were designed to tap
reading skills such as generalizing, sequencing
and hierarchical ordering, understanding
comparison, and cause-effect relationship.

5.3. Procedure

In the second phase the participants who
were selected by MTELP were randomly
assigned to two groups, one group taking form
A of the test of language skills and the other group
taking form B on the second administration of
testing. In took 45 minutes for the participants
to answer the questions. The purpose of the first
reading task was to assess participants’ reading
comprehension skills in a typical standard test
taking. Following the administration of the test
of language skills, the participants were
required to complete the second reading task
containing the academic textbook reading.
They were introduced to self-report method that
is learners’ description on what they do,
characterized by generalized statements about
learning behavior,

They also received a written questionnaire



protocols are produced when a reader
verbalizes her/ his thought processes while
completing a given task.

As Cohen (1998, P. 34) has stated verbal-
reports include data that reflect: 1) self-report’
2) self - observation & 3) self - revelation.
Verbal reports can and usually do comprise
some combination of these components
(Radford, 1974; Cohen & Hosenfeld, 1981;
" Cohen, 1987a). Self - report data tend to appear
on questionnaires which ask learners to
describe the way they usually learn and use
language. Garner (1982); Flower and Hanyes
(1984) have benefited greatly from the
extensive use of verbal report in L2 work.
Pressley and Afflerbach (1995) focused on the
use of verbal reports of the first language (I.1)
reading.

Oxford (1996) has provided a brief summary
of "what have we learned about language
learning strategies around the world?" Many
previously discovered principles were
confirmed about strategy use and strategy
instruction, and new ideas evoked for further
research. Strategy questionnaire might be
neutral and do not typically provide detailed
task - related information. Some researchers,
like Chamot and colleagues (1996), prefer long-
term instruction with gradually increasing
awareness and control. Others such as Robbins,
Park, Dadour, and Yang carry out shorter
strategy projects with very good effect. Only
one study by Hajer and colleagues, 1994 has
been conducted to determine the frequency
with which strategies of various types are
included in such books in different cultures.

Q’Malley etal. (1985 a, 1985 b) provided
instruction in listening and speaking strategies

for ESL students at high school level. Results
were not significantly positive for teaching
students to listen to details and taking notes,
but strategy instruction tied to speaking was
significantly beneficial. Nyikos (1996) claims
that before strategy instruction for students can
occur, strategy instruction for teachers 1s often
necessary. Teachers must make, conceptual
shift toward a learner - centered classroom and
this involves actual alteration of their belief
system. |

5. Methodology

The method applied in this study was self
report with the use of written questionnaire and
interview for investigating learning strategies
and strategy use employed by senior university
learners while involved in standardized reading
comprehension tests as well as academic
reading tasks. verbal - report 1s not one
measure, but rather encompasses a variety of
measures intended to provide mentalistic data
regarding cognitive processing.

5.1. Participants

The participants for the present research
were selected from the population of university

students studying translation. Thirty senior

university students were selected out of sixty
by taking form Q of the Michigan Test of
English Language proficiency (MTELP) as a
placement test. The subjects were in their
seventh semester and some were in their eighth
semester. Their age ranged from 22 to 32 years.
They were further divided into three groups of
high, mid, and low comprehenders according
to their mean scores of 50.16 and the sample
SD of 14.04.




- I. Introduction

One of the major problems of the Iranian
students in learning a second language,
especially English, is their low comprehension
in reading academic texts as well as taking
reading comprehension tests.

Several studies have tried to find out the
reasons for such low levels of comprehension.
However most of them have focused on
vocabulary, structure, or other aspects of the
text ttself rather than the reader variables.

It seems that the reader variables play an
important role in comprehension. The present
study intends to look at reading strategies and
see if the problems Iranian students have in this
regard are rooted in the lack of vocabulary
knowledge or lack of reading strategy use in
general. Many SAL studies have recently
focused on the strategies of SAL and their use.
Such researchers as Ellis(1994), Cook(1993),
and Towel and Howkin(1994) have included a
chapter or more on strategies in their works.
However, the trems strategy of learning plus
use still have not been defined uniformly.

2. Statement of the problem

The purpose of this study was to examine
individual differences in strategy use by adult
second language learners while engaged in two
reading tasks: taking a standardized reading
comprehension test and reading academic texts.
Results on reading comprehension tests are
often used to characterize readers, yet the
results do not provide any insight into the
processes readers have used to arrive at a given
answer.

Because tests are designed to operationalize
the construct of reading comprehension, this
study was designed to examine the individual
differences of Iranian second language readers
while taking reading comprehension tests and
to evaluate the extent to which reading
comprehension process during a test reflects
reading comprehension process of academic
reading texts.

3. R_e__search Questions

The Primary research questions addressed
in this study were as follows:

. What are the reading strategies reported
by Iranian second language readers while
taking a standard reading comprehension test
and doing academic text reading task?

2. What are individual differences in strategy
use in the two reading contexts? (standard
reading comprehension test and academic
reading task)

3. Is there any relationship between
individual performances in the two reading
contexts? (standard reading comprehension test
and academic reading task)

4. Is there any statistically significant
difference between different subject groups in
the two reading texts? (short and long reading
passages)

- 4. Literature Review

* Verbal feports or think-aloud protocols are
implemented as a method of identifying mental
processes that readers use to understand printed
words. Verbal - reports or think - aloud
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This paper reports a study investigating four research questions concerning reading
strategies that Iranian students use in their tests of comprehension. The investigation
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but warranted long term retention,as well. This

_means practice makes perfect in connectionist

sense.

Presumably the result of this study can have
bearing on some studies cited in Anderson
(1995) concerning memory and learning. In
those studies, the subjects could not remember
the wanted fact. Instead, they retrieved the
related facts and inferred the target one. The
law of practice and meaningful elaboration
which are the major issues in léarning and
memory could be accounted for in the light of
the result obtained from this study because they
resulted in better retention by the subjects in

. the EG and so led to better retrieval by them.

Interestingly enough, what can be implied in
this respect is that if learning is coupled with
experience, practice and meaningful
elaboration, it will probably decrease the chance
of long-term decay of memory. _

Therefore, the result of this study would
probably be promising for connectionists in
general and PDP theorists in particular because
they could have some insights for direct
classroom application. It also proved that they
were possibly right in their emphasis on input
processing at the time of learning. Based on this
analysis, what can, thus, be best suggested for
EFL teachers is that they have to understand
the role of practice in the classroom but this
time it should be coupled with meaningful
elaboration.

Finally, It should be noted that with the
methodology and statistics involved in this
study, I came to.such a result with regard to the

implimentation of PDP theory in the classroom -

which was explained above. Here I-focussed
both on input and output; the former was given
attention through the 1mp]1mentatlon of
meaningful elaboration and practice for the sake
of better retention, and the latter received great

i MA; MIT Press.
| Waring, Robert. (1996) "Towards a

care for testing the subjects' recall. However, if
connectionism and PDP theory were tested
against other areas like morphology and syntax,
probably the results would be more constructive
and helpful for SLLA teachers than I did.
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manner in which children learn past tense
morpheme in English.

Thus, there seems to be a kind of affimity
between connectionism and deep processing of
information. It has been said that the stronger
the connections in the input, the deeper the
process would be. This means that if the weight
of connections between a given word and its
associate is strong, there will be a better chance
for recall. Hence, the deeper the processing is,

the better the connection 1is.

' 5.Method

To conduct the study, the researches selected
19 Iraman learners of English, exposed them
to "Headway Elementary” (units 6 to 10), and
randomly divided them into two groups . For
both experimental group (EG), and control
group (CG), the same conventional techniques
of teaching vocabulai'y items were used, but EG
was exposed to an additional procedure which
was called "lexical sets" proposed by Allen
(1983). This means that if a word like "ticket”
is supposed to be taught, its related sets, such
as, for example, theatre, cinema and travel
should be given to form a kind of network of
relations. To deepen the process of learning in
the learners, the instructor also applied
"maintenance rchersal and elaborative rehersal”
technique proposed by Atkinson and Shiffrin
(1968). Maintenance rehersal was utilized when
the instructor had the students repeat the words
for the sake of pronanciation. The instructor also
used elaborative rehersal when he involved the
subjects with more meaningful analysis of the
new words.

At the end of the term which lasted for a
month with a week interval, the subjects took
an achievement test in which 25 multiple choice
vocabulary items were included. To analyze the

data, the t-test was used. The computed T-value
was large enough to reject the null hypothesis
with the P-value of .02 because the T-value is
greater than T-critical as shown in the following

table:
e

§

“"_.—C‘(_);;p.afiS(}n of the Means W h!
EG Mean =23.88  CG Mean = 20.40 :
Degree of Freedom = 17 :‘

i

Level of Significance = <. 02

- T-value (observed) = 3.16 T-critical = 2.56
Standard Error of Difference (SED) = 1.1
'\\_"Twalue > T-critical (3.16 > 2.56) sorejects Ho ~~
. 6. Results and Discussion

As the table shows, the hypotesis that there
is no difference between EG and CG in terms
of recalling the meaning of words after
instruction was rejected with the P-value of .02.
The index of .02 indicated that the difference
between EG and CG was really significant. This
means that the instruction could actually help
the subjects in the EG to remember the meaning
of the words. Through percentage analysis, the
extent of the PDP effect on vocabulary recall
was also computed: that is, the performance of
the subjects in the EG was % 13.9 higher than
those in the CG.

This significant difference can, further, be
postulated on the ground that the focus on input
processing when teaching new words through
lexical sets enabled the subjects in the EG to
recall the learned words better than those in the
CG. What can be implied by the obtained result
is that the strong associations between a given
word and its sets, for example, (travel- train,
car, ticket, holiday, happiness, etc) could lead
to a better retention. Based on this analysis, it
can be concluded that learning new words
through the network of connections and

associations with the focus on "maintenance and
elaborative rehersal” for the sake of deep
processing not only proved useful in this study
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advocates of this theory have considered
learning as a conscious rather than uncenscious
process.

Connectionists have been recognized in the
light of the following characteristics:

Firstly, the memory system consists of a
network of processing units joined by weighed
connections; secondly, the behavior of this
system is loosely based on the neural
physiological structure of the brain, neurones
and so on; thirdly, longer term memories are
held in the weights of connections between
processing units; fourthly, processing is parallel;
lastly, control is distributed (waring, 1996; p:
3). In adistributed model therefore, the concept
1s not at one location, rather distributed among
connections.

Similarly, one of the criticisms posed by
connectionists against UG is that it lacks process
explanation. So they viewed learning as
strengthening and weakening of the nodes in
the network of connected and associated units
in response to the examples from einvironment
(Mclaughlin, 1990; Waring, 1996; Ellis, 1998).

As it has been noted earlier, parallel
processing occurs when different levels of
processing are at work in comprehending and
producing a piece of information. Parallel
processing took precedence over serial model
because it was claimed to process information
with more speed. Moreover, one version of
parallel model is termed “parallel distributed
processing” (PDP) proposed by Mc-celand,
Rumelhart & PDP Research Group (1986).

According to this model, the mind is viewed
as "... massively parallel, that is, as
simultaneously proéessing a large amount of
information at the same time." (Carroll, 1994;
P 35).

Parallel distributed processing was neurally
mspired because it was considered to use brain.

Neurones are thought to appear in the form of a
network in which neurones are connected to
each other. Each neurone is said to act in an
excitatory manner, that is, firing the neighboring
neurones, or 1t may act in an inhibitory manner
to suppress the adjacent neurones. An example
may clarify the point: Suppose one says,
“ticket", the concept in her mind may excite
several other concepts, such as, cinema, theatre
or travel. If one takes each neurone for holding
each concept in a network of connections (for
example on chooses "fravel"), it inhibits cinema
and theatre whereas excites concepts, such as,
train, car, happiness, holiday, ctc. PDP theory,
thus, accounts for the fact that a complex task
is distributed among a network of connections
(Carroll, 1994; Anderson, 1995; Waring, 1996).

With regard to PDP, Mclaughlin argues that:

It is a theory of cognition which assumes no
inate endowment. PDP theorists hold that
learning is based on the processing of input but
do not believe that input processing results in
the development of mental representation of
rules. Rather learning is held to consist of
strengthening and weakening of connections in
complex neural networks as a function of the
frequency of stimuli in the input (1990).

Thus, based on these models, learning is
viewed as processing input through connections
and associations.

For connectionists and PDP theorists,
learning results in "rule-like behavior" rather
than "rule-governed behavior”. Many advocates
of PDP reject the notion of abstract rules.
Instead, they believe, "Learning consists of a
network of units that enables learners to produce
rule-like behaviors..." (Mclaughlin, 1990).
However, Pinker and Prince (1988) disclosed
the problem of connectionist model that it can
not account for
overgeneralization”, and nor can it justify the

"morphological



. 3. The Research Question

The research question which was addressed
in this study was as follows: To what extent
could teaching vocabulary items through the
implimentation of PDP theory in the classroom
affect the L2 learner's performance in recailing
meaning? Mention should be made that since
PDP theory puts emphasis on network of
connections in the input, it would be realized
in the light of lexical sets, or word sets.
Regarding the research question above, this
study attempted to investigate the presence of
any difference between the L2 learner's
performance in recalling vocabulary items in
the experimental group and that of those in the
control group. All variables involved in this
study are discussed in the following sections.
" 4, Definitions and Clarifications
4l Introduction

Because in this paper, the focus is mostly on
learning and recall, it would be of prime
importance to discuss memory which is directly
related to both. The acts of comprehending and
producing language are performed within
human information processing system. This
system consists of mental structures, namely,
short term memory (STM) and long term
memory (LTM). Because most advocates of
cognitive theories emphasize "language
acquisition process” (LAP), they believe that
input processing happens in the realm of these
mental structures. With regard to the
interpretation of this mental functioning, Carroll
(1994) states that "... environmental information

is successively encoded, stored and retrieved
by a set of distinct mental structures.” (p: 49).
According to Carroll (1994) STM is regarded
as a massive repository store of information.
Hence, “STM seems to be primarily
phonological, and LTM seems to be semantic

although the distinction is fuzzy." (Waring,
1996; p: 3). .

Moreover, according to cognitive theorists,
information is processed through these mental
structures in a conscious way (Anderson, 1995).
In other words, cognitive theories emphasize
conscious rather than unconscious learning
(Mclaughlin, 1990; Waring, 1996; Ellis, 1998).
' 4.2. Serial and Parallel Processing
" Tt is in the light of a number of processes
that linguistic information is handled. By
definition: "If a group of processes takes place
one at the time, it is called serial processing. If
two or processes take place
simultaneously, it is called parallel processing.”
(Carroll, 1994; p: 54). For example, when
learners are supposed to produce a piece of
linguistic information, first, they retrieve the
required lexical items from the lexicon; second,
they have to form a phrase structure for inserting
the lexical items into it; and then the correct
pronunciation of the words would .be
determined. As a matter of fact, there i1s no
overlapping in the serial model concerning these
stages; they occur one at the time (Fromkin,
1971, Carroll, 1994).

However, in parallel pocessing, the

morc

information would be processed more rapidly
than in senal processing. This is because all of
the processes could take place at the same time.
The notion of parallel processing has, therefore,
been extended over to "parallel distributed
processing” (PDP) proposed by Rumelhart,
Mcleland, & PDP Research Group (1986). This
notion will be touched upon later
4. 3, Connectionism and PDP Theory
Connectionism- one of the cognitive

theories, stemmed from empiricism and
associationism but this time with a new mask
of Mentalist notion. It is also called "new
behaviorism" (Macwhinney, 1993). The




_Abstract

Parallel distributed processing (PDP) is a
theory of cognition which assumes conscious
rather than unconscious learning. PDP theorists
believe that learning occurs as strengthening
and weakening the connections in the network
of associations in the input. The purpose of this
study was to shed light on the power of PDP in
the classroom for vocabulary learning and
recall. The research question was to what extent
teaching vocabulary items through the
implimentation of PDP in the classroom could
affect the L2 learner's performance in recalling
meaning. In fact, the researcher cast doubts
whether there is any difference between EG
(Experimental Group) and CG(Control Group).
To conduct the study, the researcher selected
19 Iranian learners of English and exposed then
to one month of instruction. The obtained data
from an achievement test was compuied
through T-test. So Ho was meaningfully rejected
with the P-value of .02. This indicated that the
difference between EG and CG was actually
significant. The means that the instruction
helped the subjects in the EG to recall the
meaning of learned words better than those in
the CG. Thus, the result of this study would
probably be promising for both connectionists
in general and PDP theorists in particular
because they could have some insights for
classroom applications.

Key Words: Parallel distributed, vocabulary
recall, network association

- 1. Introduction

 Two relative positions have been taken in
SLA, namely, inate/generative position and
cognitive position. Chomsky (1959; 1966)
metaphorically referred to the "black box" as
“language acquisition device” (LAD". In inate/
generative position, Chomsky also talked about

UG (Universal Grammar) as consisting of a set
of principles that can account for human
languages (Cook, 1996). Although inate/
generative position has revolutionized both L1
and L2 acquisition research, according to
connectionists, it lacks any process explanation
(Waring, 1996; Ellis, 1998).

However, cognitive position tends to be more
concerned with conscious rather than
unconscious processes. It also focuses on
"language acquisition process” (LAP).
Moreover, connectionism and PDP theories
belong to cognitive position. They draw their
principles partly from cognitive psychology and
partly from associationism. These theories, thus,
have emphasized language development rather
than final state as in UG position (Macwhinney,
1993; Ellis, 1998).

2. Background and Purpose

~ Connectionist theory has, indeed,
revolutionized cognitive psychology. and other
disciplines. It has been for a decade that
connectionism and its subtheories, such as,
"competition model” and PDP have been
significant 1ssues in SLA research: for instance,
many investigations have been done in the area
of morphology and lexical semantics. In this
paper, there was an attempt to apply this
theoretical notion in the classroom with regard
to teaching vocabulary items.

The purpose of this study was to investigate
the power of PDP theory in terms of vocabulary
teaching and recall in the classroom setting. The
notion of language acquisition in the hght of
focussing on input processing has been
proposed by the proponents of connectionism
and PDP theory. The notion of input processing
has, thus, been realized via associations and
connections,
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. least one of the variables representing the
arguments 1n a proposition, stating necessitates
the presence of all of them. The absence of
variables in a proposition has long been
associated with structural signals, namely,
question words, word order, and/or intonation.
Linguists, as well as English syllbus writers,
have been tempted to reduce interrogation to
uniform formal analyses and heuristic or
pedagogic analyses, respectively. However,
these analyses are misleading, and tend to
distort the very nature of interrogation-that is,
its being function-bound and/or context-bound.
It is, afer all, the speaker and/or the context
that makes an utterance carry a specific
illocutionary force. Another line of research can
investigate this aspect of interrogatives.
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The interpretation of the findings should be
accomplished with regard to the context, the
material, and the measurement procedure.

More recently, Ellis (1996a, 1996b) has
argued for sequence analysis being the
underpinning of the acquisition of both
phonology and syntax. He argues (1996b) that
language sequences serve as the database for
the acquisition of memorized sequences of
language. Thus, the importance of formulaic
speech can not be underestimated; it is
imperative that we treat it appropriately in
second foreign language curricula. By the same
token, some of the investigations should be
directed toward probing the impact that specific
factors have on success or failure of FL in order
to provide valuable insight for teachers,
curriculum designers, and material writers.

In view of certain limitations to the study,
its results can not be extended too far.
Nevertheless, the study has shown rather
dramatically that formulaic speech can actively
contribute to creative construction processes for
nonnative learners of English. In other words,
the degree at which learners have to decompose
ready-made chunks and feed them into creative
processes are important variables in learmning
and practice.

All this information helps teachers gain a
clear perspective of what individual learners
are doing as they engage in formulaic speech.
Continued research and application to the
classroom will assist language learners improve
their use of strategies and increase their ability
to learn and recall the chunk better.

This type of chunk analysis developed by
this research which reveals the interaction of
two processes may well have pedagogical value
itself. If some students fail to detect the

interaction, then giving them experience with
sort of chunk analysis may aid them in their
learning. Consequently, presenting input while
considenng the duration and frequency of the
chunks, the amount of information in each
chunk, and the needed time for recalling chunks
improve the comprehension of materials which
in turn affects the development of the target
language.

- Suggestions for Further Research

The 1ssue of ready-made chunks and ceative
construction processes and their interaction on
learning is ubiquitous and important, and it is
on the basis of experimental studies that
practical recommendations for successful
language teaching and learning can be drawn.
Throughout this study, the interaction of two
separate processes, viz, formulaic speech and
creative construction was inverstigated. But
further research is needed to investigate the role
of memory in recalling chunks and its
contribution to creative process. That is, this
issue can be studied within the field of
psycholinguistics properly.

Further research is required to verify and
investigate the validity of the criteria proposed
for L2 chunk identification which by no means
clear cut-bound and retains an irreducible
intuitive dimension.

The experiment reported in this study made
use of 16 beginner students; other studies may
be conducted using larger groups of students
at intermediate or advanced level.

Interrogatives are the formal counterparts of
statements in English as in other languages.
While interrogating entails the absence of at



semantic and pragmatic concerns that are
characteristic of the very early stages.

On the creative construction side, we have
seen how our classroom learners start with a
pregrammatical stage (the V-less stage), similar
to the ESF project’s nominal utterances
structure (e.g., Klein and Perdue, 1993; Perdue,
1996). Klein and Perdue (1993:25) analyze the
development of utterance structure in their
learners as follows:

Development goes from nominal via infinite
to finite utterance organisation. All learners
started with what we call nominal utterance
organisation (NUQ). At this stage, spontaneous
utterances (i.e., those which are not just rote
forms) mainly consist of semmingly unconnected
nouns, adverbs and particles (sometimes also
adjectives and particles). What is largely
missing in NUO is first any functional
morphology, and second the structuring power
of verbs such as argument structure, case role
assignment, etc. This is different in what we
call infinite utterance organisation (IUO). At
this level, non-finite verb forms are attested...
What we do not find is the distinction between
the finite and non-finite component of the verb,
a distinction fundamental to all languages
involved in the study. This distinction
characterises the next level, called here finite
utterance organisation (FUQ), which is not
attained by all our learners.

However, our learners differ from the
uninstructed adult learners studied by these
researchers, in that they spend considerable
effort in rehearsing and memorizing relatively
complex chunks, which are explicitly taught
to them. Once automatized, these formulas
provide classroom learners with rich and

complex linguistic input that is beyond their
present linguistic capabilities and that is readily
available for analysis: Our subjects can be seen
to start unpacking these formulas and their
analysis actively feeds into their creative
construction hypotheses. This is of course a
two-way process, but this very fact has
important implications for our understanding
of how the different kinds of linguistic
knowledge (competence vs. learned linguistic
knowledge) are stored and what the interaction
between the two might be.

It can be concluded from this research that,
far from inhibiting progress in the learners,
ready-made chunks or formulas provided by
the classroom context were instrumental in the
learning process. At one extreme, we have
learners who do not seem to be able to retain a
store of memorized chunks and soon become
stuck in a pregrammatical stage in which they
are only able to string simple V-less phrases
together. At the other extreme, we have learners
who memorized a large number of chunks in
the early stages and who use this linguistic
database as a springboard for creative
construction. They do not drop chunks but seem
willing to keep working at them over sustained
periods of time, presumbly unitl they merge
entirely with an evolving grammatical
competence.

| Implications

This line of research appears to have
practical application for chunk studies and
theoretical value in understanding how and why
learners may approach the same phenomenon.
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a number of changes; although the subject
pronoun seems to be used accurately from the
start, the reflexive pronoun is still being worked
on in round 5. Another interesting feature is
that, in the later rounds a lexical subject NP is
added in front of the chunk, in keeping with
the emerging creative utterances following the
SVO order that is concurrently produced by this
subject. Far from dropping these chunks from
his repertoire, this pupil is using them and
working on them all the time.

Finally, as shown before, Pupil 57 also uses
chunk-based constructions in the later stages:
Round 1: what'’s your name?

Round 2: umm... what'’s the boy’s name?;
what’s the girl’s name?

Round 4: what're their friends’ names?

Round 5: what's his name?; what's her
name? what’ Ali’s name?

In the round 5, we see him trying to replace
the lexical NP with a subject pronoun, although
not yet with success.

' Discussion

In conclusion, creative construction and
chunk breakdown clearly go hand in hand. We

have seen that interrogative chunks form the-

basis for subsequent analysis and creativity. For
example, learners start with the more complex
wh-fronted interrogatives with inversion and
only subsequently modify these unanalyzed
formulas to make them fit their basic order; they
do not abandon them as such when their
creative competence becomes greater, but
instead they work on them, modifying certain

aspects. These chunks provide a large quantity
of rich linguistic data that the learners exlpoit.
They first overextended them to inappropriate
contéxts, but they are often aware of their
inappropriateness and resort to a number of
strategies in order to overcome it. The need to
establish reference correctly is a strong driving
force behind their analysis of the pronominal
system within chunks. Because the chunks they
learn in the early stags typicaly contain verbs
and their pronominal subjects (not just
mterrogatives but also declaratives of the type
Lamcalled, I likel I hatel I love+NP) and because
reference is crucial in the kind of information-
gap classroom activities they typically engage in,
subject pronouns seem to be dropped or added to
when they are inappropriate.

In our classroom data, it seems that the
learners who are able to memorize formulas
successfully, and who were still working on
them by the end of the study, are also the
learners who were earliest to engage in creative
construction and who progressed farthest along
the developmental continuum during the course
of our study (e.g., Pupils 03, 09, 57). At the
other of this continuum we find learners who
had abandoned formulas by the end of our study
and who seem to be stuck in a pregrammatical
V-less stage (e.g., Puplis 26, 34, 45) in which
they are only able to paste together NPs and
PPs. This can be linked to recent claims that
there is a correlation between the phonological
STM (Short Term Memory) of learnes and their
grammatical ability (Ellis, 1996). This first
group of learners seems to be able to
successfully automatize formulaic routines,
thereby enabling them to free up controlled
processes to attend to the form of language
rather than being constrained by processing
limitations to concentrate on the purely



Stage 1. Single words or formulas |
Stage 2. Declarative word ‘'order
Stage 3. Fronting

Stage 4. Inversion in wh-and yes/no
questions (with copula and
auxiliaries other than do)

Stage 5. Inversion in wh-questions (with
do and other auxiliaries)

Stage 6. complex questions (question tages,
negative questions, embedded
questions).

On this scale, some of our learners have
reached stage 2, but there is little evidence of
them having entered stage 3 or any later stage.

Three

In this final results section, the last research
question, which concerns the existence of
interaction between chunk use and chunk
analysis, and the learners’ developing capacity
for ceative construction will be addressed.

At one extreme, we have subjects such as
26, 34, and 45, who appear not to retain their
early memorized chunks and who also seem to
miss out on creative construction; as we have
seen, by the end of our study this combination
resulted in heavy reliance on V-less
expressions, at least for asking questions. For
such subjects, conversational tasks could be
accomplished only with extensive interlocutor
help and support, and meaning were expressed
through lexical and pragmatic means only.

At the other extreme are subjects such as
Pupils 03, 09, and 57, who by the end of the
study are developing a genuine capacity for
creative construction. However, it is clear from
data about these pupils presented earlier that
this development by no means involves the
abandonment of chunk use. Instead, it runs
alongside a sustained struggle to analyze and
restructure previously learned chunks. For
example, when we examined subjects’ use of
various fo call chunks, we saw how Pupil 03
was using the what'’s your name? chunk as a
context to explore the workings of the pronoun
system. In round 5, for instance, he was
experimenting with utterances such as what’s
his name? and his name is John. It is quite clear
that early learned chunks were still a live and a
dynamic part of his repertoire at this late stage
in the study.

If we now look at Pupil (09, a similar pattern
emerges for to call chunks, although he is
clearly more advanced:

Round 1: what's vour name?; what's his name?
what’s her name?

Round 2: what’s his name? [twice]
Round 3: what'’s his name?; what's her name?
Round 4: what're their names? what'’s his name?

Round 5: what’s the umm... boy’s name?
what’s the girl's name?

This pupil seems to have been ableto
memorized three interrogative chunks as early
as the first round. We would argue that they
are chunks at this stage, rather than being
generated productively, because they undergo
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that would fit the situation appropriately. In
those cases, they used a number of strategies:
1. They used the nearest chunk or part of a
chunk, even if sometimes totally inappropriate;
for example, where lives a living room? that
is, where is the living room? (Pupil 02, R 4).

2. They isolated the question word in a

chunk and used it productively. For example,.

where do you live? was identified early on by
many learners as the question word for
location and was often used with an NP in
order to question the location of that NP; for
example, where the swimming pool?, where
the beach? (Pupil 24, R 4), where the house?
(Pupil 26, R 4)

3. They resorted to utterances lacking a VP,
mostly in the shape of NPs and PPs (but also
APs, quantifiers, and combinations of all these),
either on their own or pasted together, hoping
the message would get across: for example,
which activities... at Belleville? (Pupil 26, R
6); the lady at the stadium? (Pupil 51, R 5); the
umm... the grandmother and he children umm...
in a boat on a lake? (Pupil 52, R 3).

4. In the later stages, some of our subjects
started forming sentences containing a VP,
initially (and mostly) untensed, with a few
learners managing sentences with a finite
verb. For example, and he play cricket?
(Pupil 09, R 4)

We do not need to concern ourselves here
with the first two strategies, as we analyzed
the use of chunks in detail in the previous
section. Instead, we will concentrate on the last
two, which, because they can not be traced back
to chunks, are the best illustration of our
subjects’ creativity. The breakdown of this

corpus can be classified into three broad
categories: V-less interrogative utterances,
interrogatives involving VP chunks or possible
chunks, and creatively constructed V-headed
interrogatives. A chi-squre analysis confirms
the difference between the proportion of V-less,
V-headed creative, and V-headed chunk
questions is very highly significant over time,
X2 (10,N=2,084)=236.9534, p<.001.

Summing up interrogative development on
the creative construction side, then our subjects
can be seen progressing through the following
stages:

1. A verbless stage; for example, 7 big
house? (Pupil 12, R2); and activities
evening ... the ... cinema? (Pupil 24,
R6).

2. An infinitival stage, at which verbs are
introduced in creative constructions
but are typically untensed; for
example, umm... the ... mother look-
at (INF) the shop? (pupil 03, R4)

3. A finite verb stage, at which verbs are marked
morphologically; for example, the

~mother looks (FIN) umm read (FIN)
umm the little brother and sister umm

fish (FIN)? (Pupil 38, R6).

Even by round 6, however, only a minority
of subjects could be said to have reached stage
3. As we have seen, a few subjects (26, 34, 45)
are still clearly in the V-less stage, and a
majority are still making a tentative entry into
the second stage. '

Pienemann, Johnston, and Brindley (1988)
have proposed a developmental scale for the
acquisition of interrogatives, shown below:



Given the wide variety of forms used by the
subjects in order to patch together the questions
they wanted to ask in a pragmatically
acceptable way, it is hard to trace any clear
collective developmental patterns in the group
data. Two points are worth noting, however.
The first concerns the issue of question
inversion commonly hypothesized to be a
compléx phenomenon not normally acquired
in the early stages of naturalistic L2 learning.
In our case, where learners had been forced to
use interrogative chunks involving inversion,
it was interesting to see whether, as they
became more creative and less reliant on
unanalyzed chunks, there would be a shift in
their production towards canonical declarative
order. For English, there is abundant evidence
that both types. of questions (yes/no and wh-
questions) first appear without inversion in L1
acquisition (Foster, 1990:97).

Would creative construction in our learners
be similar to that of L1 learners of French and
English and to that of L2 learners of English
and follow the declarative order initially, or
would they use both the interrogative input
(consisting almost exclusively of inverted
forms) in which inversion is obligatory in
interrogatives, in order to produce inverted
forms in their L2 from the start?

A clear trend across time is evident, such that
by round 5 more than half the interrogatives
produced had declarative order. This shows
that, even though subjects were still relying
quite substantially on (partly analyzed) chunks,
the way in which they modified them tended
to make them fit the order hypothesized to be
most natural to their developmental stage. A
chi-squre analysis just fails to reach
significance at the 5% level, X? (3, N=150)=
7.5502, p>. 05. '

In this section, attention will be concentrated
on what happens when no chunks are available
to learners. This category includes not only the
kind interrogative chunks explored above but
also all declarative chunks that are used in the
asking of questions. For example, interrogatives
such as does the boy like cricket? (Pupil 12, R
4) or is the man tall or small? (Pupil 52, R 5)
can be argued to be unanalyzed chunks, were
excluded from our investigation. What is of
interest is what learners do when they choose
not to rely on any of the chunks available in
their interlanguage at the time, for whatever
reasons. It is important to note that the number
of interrogatives we are left with after this
elimination process is certainly much lower
than the actual number of creative
interrogatives produced; this is because, as we
saw in the above sections, a number of learners
have gone a long way down the road of
analyzing chunks and are probably producing
creatively towards the end of the period of data
collection the same structures that were
produced as formulas at the beginning.

So, what do our subjects do when they want
to ask a question about something for which
they have no chunks? In most of the routines,
L2 learners’ performance in the classroom
enable them to safely produce well-rehearsed
formulas. This was always the case in our
battery of tasks. As mentioned in the discussion
of chunks, for example, we encourged them to
change reference from the familiar second
person to the third, with the results discussed
above. In some cases we also required them to
venture into areas for which they had no chunks
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Activities undertaken with an adult included
Talk-about-Photos, a Story Retelling task, and
a one-way information gap task, Landscape-
with-Figures (the learner had a landscape
picture and had to find out from the subjects
where to sketch in various figures and what they
looked like). Activities undertaken in pairs
included other one-way information gap tasks
(e.g., Pupil B drew a person described by Pupil
A). Several tasks were repeated, over longer
or shorter cycles (e.g., Talk- about-Photos
happened in rounds 1,2 and 4, story Retelling
in rounds 3 and 6). The results include.

- One
In this section the development of one such
formula what’s your name? is traced in detail,
across subjects and across rounds. There are a
number of reasons for focusing on this particular
chunk. It was taught in all classrooms from a
very early stage, with its companion reply my
name is NAME. Second, it was very commonly
used across the various data collection rounds,
both with targetlike (second person) and with
extended (third person) reference. It was
observed that 13 out of 15 subjects used it in
the first round. Another reason is that it is
particularly complex structurally, involving
both wh-fronting and inversion, and we would
not therefore expect our subjects to produce it
creatively in the early stages of learning
English. Also, this item met the earlier stated
criteria for a chunk, even when used with
correct second-person reference.

As a first step in our analysis of what's your
name?, all individual utterances in which pupils

were asking somebody’s name whether by
using this chunk or not, were extracted from
the interrogatives data set; these comprised 182
items, or 9% of the total. Analyzed by
elicitation round, there was considerable
variability in the frequency of naming
questions, which was clearly task dependent,
Thus rounds 3 and 6 which centered on the
Story Retelling task, elicited few examples of
naming questions; however, round 5, which
included the Landscape-with-Figures task
elicited the highest number. The remaining
interrogative utterances comprised:

1. Utterances consisting of an NP only
identifiable as questions on pragmatic grounds
from the conversational context (21 utterances
or 11%; e.g., and the boy?)

2. Utterances using some unrelated chunk
for the same purpose (7 utterances or 4%; e.g.,
what is it the boy?

3. Utterances involving another wh-question
word plus NP (6 utterances or 3%; e.g., what
name?

During data-elicitation rounds 1 and 2, 13
out of the 16 pupils used the chunk what's your
name? in one or more tasks requiring interactive

. second-person reference. From round 2

onwards, subjects started to ask naming
questions about third parties with increasing

frequency. We knew from lesson evidence that

at least some of them had been exposed in class
to the parallel third-person inverted interrogatives
expression what’s he/she called? However, only
one subject (Pupil 09) had apparently internalized
this particular form. Although he used it fairly
consistently from round 1 onwards, no other
subject ever used it.



does he like to do? what doesn’t she like to do?,
or what's your name?. and how old are you?.
Such activities typically followed from similar
whole-class practice, in which the teacher
modeled and rehearsed the target expression
globally, with little variation or analysis. That
such complex interrogative expression,
typically involving wh-fronting and inversion,
were being learned and produced as chunks in
the context of classroom interaction seemed
likely from the beginning. The coursebook for
instruction was Headway (Elementary) by (Liz
and Soars, 1996).

A questionnaire was also completed by each
pupil to make sure that the subjects were not in
contact with English in other situations during
the experimentation.

' Procedures

For the purposes of the interrogative chunks
study, all individual data files for the 16 chosen
subjects derived from all pair tasks were
analyzed. This meant that data from a total of
up to 13 tasks per leaner were analyzed. A total
of 2,084 interrogative utterances were extracted
from these data files. This represents an average
of 130 interrogatives per subject overall and
average of 347 interrogatives per round of
elicitation.

From the beginning, it was clear that
interrogative data included a good number of
possible chunks. For example, in round 1, the
following forms were produced by a majority
of the 16 subjects, within a single information-
exchange pair task: (a) where do you live? (14
subjects); (b) what’s your name? (13 subjects);

(c) how old are you? (12 subjects); (d) do you
have a pet? (11 subjects). These questions all
involved second-person reference, as the task
involved exchange of personal information.

Applying the criteria outlined in the
introduction to this paper, these seemed to be
good candidates for chunks, given their relative
syntactic complexity (involving wh-fronting
and subject-verb inversion). These formulas
contrasted in our learners’ data with other
utterances that were syntactically very simple
(e.g., sinlge noun phrases; the girl, Pupil 12, R
5) and less fluent (e.g., full of hesitations and
pauses: [ have oh no ... her sister, Pupil 02, R
2). Also the frequency with which question
about names, ages, and so forth recurred
throughout further rounds of data collection
meant that the reuse and evolution of such items
could in principle be traced over time, and
offered a testing ground for our more general
investigation of the role chunks play in the
creative construction process.

Following sections of this paper will present
findings in relation to the three research
questions formulated earlier. First, we
investigate the development of one particular
interrogative chunk over six rounds and analyze
the way in which it breaks down. We then
outline the development of other interrogative
construction-that is, those for which learners
do not have ready-made formulas at their
disposal. Finally, the relationship between
formulas and creative construction is briefly
explored.




commonly suggested in the literature (Peters,
1983, 1985; Weinert, 1995). They embrace the
notion of an invariant multimorphemic phrase
or sentence, fluently but perhaps inaccurately
produced, and used at times with overextended
semantic or pragmatic function, compared with
target language norms. More formally, it is
believed that formuiaic L2 utterances usually
have the following characteristics:

1. Greater lenght and complexity of sequence
compared with other learner’s output;

2. Phonological coherence, that is, fluent,
nonhesitant encoding without a break in the
intonation contour;

3. They tend to be used inappropriately
(syntactically, semantically, pragmaticall);

4. They are generally used in the same form,
with no parts substitutable;

5. They tend to appear well formed and to be
grammatically advanced compared to the
rest the learner’s language;

6. They usually occur in situationally specific
ways or are predictable in context.

In this study, the issue of the relationship
between chunks and creative construction in
SLA will be pursued by examining the
production of interrogatives in corpus of L2
English produced by'classroom learners.
Sepecifically, the aim is to address the
following research questions:

1. Do learners use L2 interrogative chunks, and
how do these chunks evolve over time?

2. Do learners use creative construction of L2
interrogatives, indepedent of chunk use?

3. What is the relationship (if any) between the
use of chunks and creative construction in

learner’s developing ability to ask questions

in the L27?

Concerning the above -mentioned questions,
the folowing hypotheses can be formulated:

HO: Formulaic language can not actively
contribute to the creative construction process.

H1: Formulaic language can actively lend
itself to the creative construction process.

Method
Subjects

The subjects in the present study were .
randomly selected from among those attending

Pooyesh Language Institute in Esfahan city. All

the male subjects were 11 or 12 years at the
start of the experiment. Subject selection were
done in the following way: first a standard test
of language proficiency (Nelson English
Language Tests, 1977) was administered to 120
students, then, on the basis of ‘their scores on
language proficiency test, two homogeneous
groups, each including 30 students were
selected by Matched Subject Technique. Since
the subjects of the two groups were selected
by this technique, the mean and the standard
deviation of the two groups will be identical.

Materials

The style of teaching that predominated in
these classrooms was both strongly oral and
student-centered, with considerable emphasis
on the rehearsal and memorization of conver-
sational exchanges, often involving question-
and-answer sequences. For example, pupils
might work in pairs on information gap
activities with text or picture cues, taking turns
at asking and answering questions such as what



understaning of the L.2 learning process.
Furthermore, within recent models of SLA, the
relationship between the different types of
linguistic knowledge (competence vs learned
linguistic knowledge) remains unclear. For
example, Schwartz (1993) argues that there is
no relationship, whereas Towell and Hawkins
(1994) suggest that the relationship between
the two needs to be much better understood.

Rev:ew of Related Literature

The extstence of chunk as a significant
feature of early classroom learners’ L2
production has gain recognition in various
practical assessment schemes, figuring for
instance in elementary level definitions both
in the American Council on the Teaching of
Foreign Languages (ACTFL) Proficiency
Guidelines (ACTFL, 1986) and also in the
assessment model proposed for the British
National curriculum in modern Foretgn
Languages (Department for Education/Welsh
Office, 1995).

In both L1 and L2 research, formulaic
language has been exﬁlored under a vanety of
labels: prefabricated routines and patterns,
imitated utterances, formulas, and formulaic
units (e.g., L1: Clark, 1974, 1977; Hickey,
1993; Peters, 1983; Pine and Lieven, 1993; L2:
Hakuta, 1974; Huang and Hatch, 1978; Pawley
and Syder, 1983; Raupach, 1984; Skiba and
‘Dittmar, 1992; Towell, 1987; Vihman, 1982;
Weinert, 1995; Wong-Fillmore, 1978). The
varying terms embrace the notion of (rote
learned or imitated) chunks of unanalyzed
language that are available for learner use
without being derived from generative rules.
Weinert (1995) outlined three possible
functions for chunks. First, the use of formulaic

language may be seen as a communicative
strategy allowing learners’ entry into commu-
nication, when lack appropriate L2 rules.
Second, its use may be seen as a production
strategy, in which resorting to formulas allow
fluency in production and faster processing.
Third, using formulas as learning strategy
implies that learners analyse memorized
sequences and derive rules from them which
they then use productively. '

In L.2 acquisition, some researchers argue
that the task facing learners is also to find out
which slots can be filled by other lexical items
in the many formulas they are confronted with
in everyday speech (Pawley and Syder, 1983).

- Wong-Fillmore (1976) claimed a central role

for formulaic speech in second language,
arguing that imitated utterances provide
material for eventual analysis by the learner,
the resulting pieces themselves becoming part
of the developing linguistic system. More
recently, Ellis (1996 a, 1996) has argued for
sequence analysis being the underpinning of
acquisttion of both phonology and syntax. He
argues that language sequences serve as the
database for the acquisition of language grammar
and much of language learning is the acquisition
of memorized sequences. -

Identifying chunks in leamer language can
be quite difficult. How do we a particular
construction has been retrieved by the learner
as an unanalyzed whole or it ts derived
creatively from a rule or, and to what extent
both processes can coexist in the learner’s
interlanguage at any one time? Although there
is a good deal of overlap in the identifying
criteria used by both first and second language
researchers, the issue is by no means clear cut,
and chunk identification retains an intuitive
dimension. The criteria we propose for L2
chunk identification are based closely on those




i Abstract

This research explores the relationship
between formulaic language and creative
construction in SLA by examining the
production of interrogatives in an extensive
naturalistic corpus of L2 English produced by
early classroom learners. The main project
tracked 60 puplis (30 in each of two classes)
during six months. On six occasions, here
called rounds, 16 subjects were extracted from
their normal English classes and participated
in a range of data elicitation activities. The
resulting corpus of audio recording was
transcribed so as to produce a complete file for
all pupils of all tasks in which they participated.
The results revealed that ready-made chunks
provided by the classroom context were
instrumental in the learning process. At one
extreme, there were learners who did not seem
to be able to retain a store of memorized chunks
and soon became stuck in a pregrammatical
stage in which they were only able to string
simple V-less phrases together. At the other
extreme, there were learners who memorized
a large number of chunks in the early stages
and who used this linguistic database as a
springboard for creative construction, They did
not drop chunks but seemed to keep working
on them.

Key words: Creative Construction, Case of
Interrogative, Formulaic

. Introduction

The use of formulaic language and its role
in SLA has not figured prominently in SLAR
(Second Language Acquisition Research) over
the last 20 years. Studies have tended to focus
instead on the importance of creative, rule-

-

governed processes in SLA and, to a large
extent, have dismissed formulas as a peripheral
phenomenon playing no part in this creative
process. They tend to be seen as crutches that
enable learners to enter info communication and
that will be discarded when creative processes
take over. At the same time, there have always
been approaches within linguis- tics,
sociolinguistics, and applied linguistics which
have suggested that ready-made chunks of
unanalyzed language are as important as
productive rules. Peters (1983) and more recently
Nattinger and DeCarrio (1992) suggest the role
of ready-made chunks of language in [.1 and L2
development may be underestimated. They argﬁe
that formulaic language may play an important
role in second language development and
suggest how this aspect may be exploited in
language teaching. The central focus of the
debate as to the role of formulaic language is
whether L2 learners gradually unpack the
initially unanalyzed uterrances and begin to use
parts of them productively in the generation of
new uterrances, or they merely drop such rote-
learned or imitated uterrances from their speech
repertoire as their creative rule-governed
competence develops along a different route.
Whether there is any interaction between
chunks and creative construction is a crucial
from a theoretical point of view. It can
contribute to our understanding of the different
kinds of knowledge L2 learners use, and
whether or how they interact. If, on the one
hand, creative competence is seen as the result
of the interaction between linguistic input and
universal principles of language, a process over
which learners have no control, and if formulas
are, on the other hand, the result of more general
learning mechanisms that are not language
specific, then clarification of the relationship
between the two is of crucial importance to our
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marque bien entendu combien le langage
de 'homme dépend de la projection "hors
de soi". D. Bertrand précise a juste titre
que "la possibilité de poser des "il", des
"alors" et des "ailleurs", c'est-a-dire de
quitter l'inhérence a soi-méme et de se
représenter des sujets et des choses sans
rapport avec la situation de parole, comme
dans une projection objectivante, est la
caractéristique premiere du langage
humain. Les énoncés directement
attributifs du soi, ceux qui, comme le cn,
accompagnent le surgissement des affects
et des émolions, ne sont, sous cet éclairage,
guere différents des langages animaux”
(10). '

Pour finir, nous voudrions revenir au
fait que toute activité de I'énonciation met
en place deux opérations bien distinctes:
le débrayage et 'embrayage. Le premier
est ce qui permet a 1'énonciateur
d'abandonner une position originelle, c'est-
a-dire de rompre avec soi, son temps et
son lieu pour atteindre d'autres positions
actantielle, temporelle et spatiale. Et le
deuxieme assure le retour  cette position
originelle par la reprise des éléments de
I'énonciation, le je-ici-maintenant. C'est
justement  partir de ces deux opérations
que le caractére objectif et subjectif du
langage humain trouve Foccasion de se
manifester.

En effet, plus 'opération du débrayage
s'avére profond, plus on s'éloigne du
simple vécu de l'instance responsable de
la parote. On quitte donc le champ de
présence pour élargir e champ discursif
et rendre riche le texte en le dotant d'autres

maintenant et d'autres espaces qu'ici.
Ainsi, ce que l'on gagne grice au
débrayage dans les textes et les discours,
c'est une pluralité de tous les niveaux:
pluralité des réles, des positions, des voix,
des lieux et des temps.
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Ceci dit, un retour au niveau de
I'énonciation est toujours possible. Mais,
il ne sera que partiel. "Un retour complet
est absolument impossible: si I'on revenait,
en effet & 'instance de 1'énonciation,
I'énoncé- par le fait méme- ne pourrait que
disparaitre du fait que précisément celui-
ct n'existe que par la négation de l'instance
de I'énonciation”(6).

Cette opération de retour au niveau de
Fénonciation s’appelle I'embrayage qui,
tout comme le débrayage, reléve de trois
facteurs: actantiel, temporel et spatial. Si
I'opération du débrayage est capable, par
I'introduction de nouveaux actants, temps
et espaces dans le discours, de déployer
l'univers discursif et de le pluraliser pour
atteindre l'extension au maximum,
l'opération de l'embrayage, par retour a
I'instance originelle du discours, parcourt
dans le sens inverse et ne peut gu'aboutir
a la réduction du champ discursif.
"I.'embrayage renonce, nous le reppelle J.
Fontanille, a juste titre, a I'étendue, car il
revient au plus prés du centre de référence
et donne la priorité a P'intensité; il
concentre & nouveau l'instance de
discours”(7).

Cependant, I'auteur soutient que du fait
de I'impossibilité de retour & la position
originelle (il ne s'agit que d'un retour au
"simple pressentiment de la présence”),
seulement un
représentation simulée de l'instance de
I'énonciation peut se construire. La
Fontaine nous fait souvent remarquer 3 la
fin de ses fables, le retour & 'instance de

simulacre ou une

l'énonciation par 1'opération de

et le biicheron":

"Le trépas vient tout guérir

Mais ne bougeons d'ou nous
sommes"(8).

Nous savons que "bougeons” et "nous

sommes” sont les marques de I'énonciation -

et témoignent de I'abandon du niveau de
I'énoncé. En outre, il faut souligner que le
"nous” en question comprend 2 la fois
I'énonciateur et 1'énonciataire. Il s'agit donc
ici de 'embrayage actantiel. Mais si
quelgue part, nous lisons "I'homme est
parti et 'on n'a aucune nouvelle de lui
Jusqu'a ce moment", nous avons affaire a
une reprise du temps de 1'énonciation et
de I'embrayage temporel par "jusqu'a ce
moment”. I s'agit évidemment du présent
de I'énonciation méme s'il n'est que simulé.

Et en ce qui concerne l'embrayage
spatial, on peut citer 'exemple suivant tiré
d'un petit conte:

"Ils vivaient tous les trois dans un lieu
qui s'appelle I'Enfer, et qui est situé au
centre de la terre, L'Enfer, ce n'est pas
comme chez nous. C'est méme le
contraire: tout ce qui est bien chez nous
est mal en enfer; et tout ce qui est mal ici
est considéré comme bien 1a- bas"(9).

Nous remarquons qu'un va-et-vient se
constitue dans I'exemple ci-dessus entre
I'espace de I'énoncé ("Enfer") et I'espace
de I‘énonciation ("chez nous", "ici"). Ce
passage du débrayage a I'embrayage
spatial montre aussi que le niveau embrayé
présuppose le niveau débrayé. Cette

antériorité de l'opération débrayante

4 l'embrayage: par c)"{en_l'p_l'é,m dans "la mort |




Ces remarques sur l'acte de langage et

I'énonciation nous conduisent vers 'objet
essentiel de cet article, & savoir l'opération
du débrayage et de l'embrayage qui
s'inscrit au sein de la problématique de
I'énonciation. Comme nous le savons, au
moment de la réalisation de l'acte de
langage, T'instance productrice du discours
(I'énonciation) "projette hors d'elle”
certains termes qui luil appartiennent et
constituent sa structure de base. Clest
exactement cette opération qui favorise le
passage de la langue au discours. Dans
cette perspective, 'énonciation fonctionne
comme un élément médiateur qui rend
possible 1'accés & 1'énoncé on au discours.
Autrement dit, pour pouvoir passer a
1'énoncé, il faut que l'on arrive a
abandonner, par le biais de 'opération du
débrayage, les constituants de l'instance
de I'énonciation, le je- ici- maintenant.

Dans cette optique, la réalisation du .

discours dépend de la mise en place d'un
nouvel acteur, un nouveau lieu et temps.
Trois types du débrayage sont donc en jeu
dans une telle procédure: le débrayage
actantiel, temporel et spatial. Le premier
consiste 3 introduire dans I'énoncé un non-
je. Le deuxieéme nous met en présence d'un
autre temps distinct de celui de
I'énonciation (non- maintenant). Et le
troisieme fait appel & un espace différent
de celui ol se trouve 1'énonciateur (non-
ici). C'est en fait ce changement du sujet,

temps et lieu de 'énonciation que J'on. .

appelle l'opération du débrayage. si par
exemple dans un “mini conte”, nous lisons:
"un paysan se¢ {rouva, un matin, nez a nez
avec un diable, assis sur son bcher”, nous
pouvons costater tout de suite que les trois

. termes du débrayage y sont réalisés,

Tout d'abord, un paysan et un diable
nous apparaissent comime des actants qui
nous séparent du sujet de l'énonciation
(responsable de cet acte de langage) tout
en nous révélant deux autres actants qui
appartiennent a 1'énoncé (I'histoire
racontée) et non pas a 1'énonciation
(I'instance qui raconte). Ainsi, nous
sommes en mesure de parler du débrayage
actantiel. Il s'agit en fait du passage du "je"
de I'énonciation & non- je que E.
Benveniste définit comme non-personne.
Selon J. Courtés, le "non-je obtenu par -
cette procédure équivaudra alors 3 un il"

(3)-

L'exemple suivant fait aussi mention du
méme débrayage actantiel.

"I1 était une fois un roi et une reine. ils
eurent un enfant qui partit vivre dans la
forét.” ' o

Ensuite, les formes verbales au passé
simple produisent un temps autre que le
présent de I'énonciation. "Se trouva” et
"eurent” doivent leur sens 2 un présent ou
"maintenant" temporel qui est laissé au
profit d'un autre temps par une opération
particulitre que nous avons nommée le
débrayage temporel. Et enfin, le "bliche"
et 1a "forét" nous éloignent de I'espace de
I'énonciation (o se trouve l'énonciateur
au moment de 'accomplissement de F'acte
de langage) et nous constituent deux autres
espaces appartenant au niveau de 'énoncé.
C'est de cette fagon que se manifeste le
débrayage spatial définissable comme
I'abandon de l'espace propre a
I'énonciation.




des forces interactionnelles. Cette
remarque est déterminante étant donné
qu'elle fait considérer l'acte de langage
comme l'acte de communication. Qu'il
s'agisse de l'acte de langage ou de
communication, on touche 4 la question
de "l'énonciation” qui est définissable
comme une activité ayant pour le résultat
une production langagiére que 1'on appelle
"lI'énoncé”. Si I'énoncé, comme nous
I'avons explique”, plus haut, est un objet
de savoir, I'acte qui le crée s'identifie & un
faire- savoir. A ce moment- 13, il faut que
quelqu'un (un sujet de faire) prenne la
responsabilité de transmettre ce savoir. Ce
qui introduit le terme "énonciateur” pour
parler de celui qui prend en charge la
parole et organise en quelgue sorte
I'activité cogni‘tive. Nous notons au
passage que l'énonciation sera de type
transitif si elle cherche & communiquer une
information ou un savoir 4 quelqu'un
d'autre et elle sera de type réfléchi si elle
“releve de ce que l'on appelle le dialogue
intérieur.

Mais, le point culminant de notre
propos concerne ici le fait que existence
de I'énonciation serait vouée A 'échec si
on la limite & un simple faire- savoir: un
transmetteur qui est actif et un récepteur
qui est passif. Une telle idée ne sera
acceptable que si on voit les choses du seul
point de vue de la théorie de la
communication. Une énonciation va au-
dela d'une simple activité cognitive et met
en place un systéme d'adhésion gui fait
part de l'activité du faire- croire. En effet,

" si I'énonciataire (celui & qui s'adresse
Pénonciateur) ne croit pas au discours de
I'énonciateur, l'acte de langage sera
' considéré comme nul et non advenu. Pour

revenir 4 notre exemplé du discours
publicitaire, nous tenons 2 préciser que
dans une telle énonciation l'objectif est
moins de faire savoir que de faire croire.
En vérité, si une publicité ne réussit pas a
convaincre son énoncialaire sur les
avantages et les valeurs que représente le
produit en question, c'est I'acte de langage
qu'il faut juger inutile, étant donné qu'il
ne sera pas capable de transformer
I'énonciataire  en
consommateur.,

acheteur et

De méme, si une mére dit i sa fille: "il
fait un trés mauvais temps cet aprés- midi”,
l'objectif n'est pas tellement de donner une
information, puisque la fille est capable
de s'en rendre compte toute seule, mais de
lm faire croire deux choses: soit il vauot
mieux ne pas sortir, soit it est nécessaire
de prendre toutes les mesures qu'il faut,
Selon que la fille croit ou non au discours
de sa mere, on peut parler de son adhésion.
Si elle adhere au point de vue de sa mére,
elle deviendra & son tour le pdle actif de
l'acte de communication et ne sera plus
considérée comme un simple récepteur
passif. C'est la raison qui nous poussait &
défendre plus haut l'idée d'apres laquelle
on n'a pas le droit de réduire 'énonciataire
(le lecteur) au pdéle passif de l'acte de
langage:
énonciateur — énoncé

(objet de savoir

et de croire) — énonciataire
(s'informer et croire ou ne pas croire)

Nous sommes sur ce point tout i fait
d'accord avec J. Courtés qui constate que
"I'énonciateur manipule 1'énonciataire
pour gue celui-ci adhére au discours qui

|luiesttenu”(4).




devient discours par I'activité langagiére
d'une personne individuelle. L'énonciation
serait définissable de ce point de vue
comme le lieu de la prise de position des
sujets énongants responsables de 1a parole.

Deux opérations déterminent dans
l'ensemble l'activité de 1'énonciation: le
débrayage et l'embrayage'. Elles sont
intégrées en sémiotique par A. J. Greimas.
Au fait, 4 partir de la notion de "shifter"
(embrayeur) introduite cn sciences du
langage par R. Jakobson(1), le linguiste
russe, ce dernier invente ces deux
nouveaux concepts appartenant au
domaine de l'opération énonciative. Si
lI'embrayeur ne concernait que la
manifestation directe du sujet de
I'énonciation par différentes marques
(depuis 'emploi de la premiere et
deuxiéme personne jusqu'au soulignement
de certains mots ou certaines syntaxes dans
le texte), le débrayage témoigne de la
rupture avec la niveau de 1'énonciation et
avec les marques de la présence du sujet
€noncant. Nous allons essayer de voir tout
au long de cet article en quoi l'acte de
I'énonciation dépend de P'opération du
débrayage et de 'embrayage.

On ne peut pas aborder la question du
débrayage et de 'embrayage sans faire
aflusion a l'acte de langage. ce dernier se
présente comme ce qui fait exister le
langage. Ainsi, il signifie le "fairc- éure"
et sans lui le passage du virtuel &
I'existentiel sera impossible. En effet, c'est
par le biais de cet acte que la langue (le
virtuel) se transforme en discours
(I'existentiel).

Aussi, grice & l'acte de langage, tout
énonciataire (le lecteur) se trouve

confronté€ 4 un objet de savoir. De ce point.

de vue, un tel acte qui peut s'expliquer
comme un "faire savoir”, est producteur
d'une dimension cognitive; ¢’est pourquoi
il met en place un ensemble de conditions
qui garantissent la circulation de 'objet de
Savoir.

De plus, l'acte en question doit donner
lieu a une certaine signification pour
rendre efficace et doté de valeurs le produit
langagier. A ce sujet, il faut préciser que
I'acte de langage apparait comme le lieu
de la réunion du signifiant et du signifié,
en tant que responsable de la signification.
Avec A. 1. Greimas et J. Courtés, on peut
insister sur le fait que “sous son aspect
cognitif, (I'acte de langage) est
signification, c'est-a-dire production et
saisie des différences significatives"(2).

Pour rendre clair ces propos, il sera
intéressant de prendre le discours
publicitaire qui est en lui-méme un acte
de langage, comme exemple et d'y voir les
divers fonctionnements qui font que
I'énonciataire se trouve face a quelque
chose qui releve de l'existentiel, puisqu'il
s'agitde montrer les priviléges d'un produit
fini. Non seulement le discours publicitaire
fait exister un produit, mais en plus il fait
savoir ce que le consommateur potentiel
ignore sur son état et son utilité, Et enfin,
ce type de discours nous met en présence
d'une signification susceptible de
distinguer et caractériser un produit par
rapport aux autres.

D. Maingueneau(3). souligne le fait que
tout acte de langage a un "caractere
intentionnel”. Ce n'est qu'en le
reconnaissant que le coénonciateur arrive
2 le saisir. Ceci veut dire que la production
langagiére se fait donc dans le but de

. _communiquer et posséde de cette fagon



AR R s s - e """’""]

\-"“-..._.;—J""—‘ — T IS,

Deux operations (-
2 del'énonciation: <,

Vs

gebrayage et en}brayageﬂ.

S 2 ' . e P AL N

\l

L ]

Hamid-Reza Shairi
Membre du cadre enseignant
Université Tarbyat Modarres

‘_,..,b .x.s;- |
« wldbufdmi_sdmlﬁ.«absycb e (OLazih 148 aas 0L s aw allie ol
it Jolye o (O58) el ol € o) a8 dns 4y Ghaze folge 51T 53 48 oo (gt g1ty 0 2 (K2
2(0pSD Glaj e (opa) Jole lihai  dlasly wlad 5 s o Ll Sl Jas oy g0 (098 1b il il ¢ )
Tl 5l el 35l a3 gms 4 by (Sar (SO 5 0L ¢ Julse Glst Ol 525 o Sl3 s (o l) LSS
Loealie cpt 5ot . 3ls b5 ot OIS 5 0o) « Shapasaf b oS el ilhas ¢ ilazi Jladl bl Sl DS $52.8
4L OlziS a oS 2y ooty OL ¢ e 5 cala aalyst Lz o ge Slles g3 ool ) p 4 03l ie i i)
ol 5 Gl slaal 1S e s |y e B 55 (S lbes 53 nl (6551
b seste  Slaxi€ Jladt ¢ leraf Jlait ¢ gleif Sldes laghls 48

Résumé - _ ;

Cet article met I"accent sur le fait que 1’ activeté énonciative (la production individuelle
| du langage) fait appel & deux opérations distinctes de I’énonciation: I’embrayage et le
débrayage, En effet, I'acte de débrayage se définit comme ce qui rend possibble la rupture
avec le niveau de I’énonciation (je-ici-maintenant) et le passage vers le non-je, non-ici et
non-maintenant. Ainsi, apparait dans le discours de nouveaux actants, lieux et temps, qui
consituent la richesse at le déploiement du monde discursif: e hors soi sera le résultat de
cette apparition. Aussi, nous monterons que 1’opération de 1’énonciation peut déboucher
par le biais de interaction sur deux univers modaux importants: le savoir et le croire.

Mots clés: le langage, I’énonciation, I’embrayage, le débrayage, le savoir, le croire

Deputs E. Benveniste, on sait que N I'énonciation que l'on peut envisager le
T'énonciation est une activité qui a pour tiche ‘E | passage du systeéme social de la langue au
de faire fonctionner la langue a partir d' "un [ | systéme individuel ot celle-ci est prisc en
acte individuel d'utilisation”. C'est grice & | charge par un individu. Ainsi, la langue
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die echten deutschen personenbezeichnenden
Suffixe sind, und die Aufgabe der
personenbezeichnung unter denen verteilt wird.

Alle deutsche personenbezeichnungen, die
auf er, - ner, - ler, - ling enden, sind Maskulin.

Die Personenbezeichnungen mit - er, - ler, - ner
Endungen haben die gleiche Deklinationsform,
da alle drei, auf "er" enden.

Auperdem kann man von zahlreichen
Personenbezeichnungen im Maskulinum
Feminina morphologisch ableiten.
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sowohl das Genus als auch die pluralbildung
eindeutig fest?".

"Personenbezeichnungen wie "lehrling":
Priifling" "Ankémmling” usw sind Maskulin®".

"Sie bekommen im Genitiv die verkiirzte
Form-s und im Plural die Form-e¢?*".

!_?_ogispiel: Der lehrling o
| Deklination im Singular:
lehrling

lehrling

A den
D dem. lehrling
G des lehrlings

Beispiel: Der lebrling

Deklination im plural:

N die lehrlinge

A die lehrlinge

D den lehrlingen

G der lehrlinge

Personenbezeichnungen auf "er", lehrer
"ler", (Wissenschatftler), "ner" (Soldner) sind
Maskulin und bilden den Plural endungslos.

"Im Genitiv bekommen sie die verkiirzte
Form-¢30",

Beispiel: Der lehrer’' - Deklination im
Singular

N der Iehrer
A den lehrer
D dem lehrer

G des lehrers

. Beispiel: Der lehrer

Deklination im plural:

N die lehrer
A die lehrer
D den lehrern
G der lehrer

"Zu zahlreichen Personenbezeichnungen im
Muskulinum lassen sich Feminina morpho-
logisch ableiten. Im Deutschen dient dazn vor
allem das Suffix in: der/die lehrer (in), Student
(in), Verkiufer (in) Arbeiter (in)".

' 4 Zusammenfassung

Der Aufsatz lipt erkennen, dap die
Nomina- agentis-suffixe des Deutschen im
persischen keine einheitliche Entsprechungen
findet.

Dem deutschen-er Suffix stehen fast alle
peréische personenbezeichnende Suffixe
gegeniiber.

Es verhalt sich mit anderen deutschen
Suffixen (ler, ner, ling) genauso.

Unter den deutschen personenbezeich-
nenden Suffixen ist das Suffix "er”
auferordentlrch produktiv und diese
produktivitit findet man in keinem persischen
personenbezeichnenden Suffix, da die persische
personenbezeichnende Suffixe viel reicher als
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'3-4 Das deutsche Suﬂ'ﬁ:, "lirng'i und seine Persischen
Entsprechungen

Die ling-Derivate konnen sowohl verbale als
auch adjektivische Basis haben.

Die ling-Ableitungen mit verbaler Basis
haben meistens einen Passivischen Sinn und
ihnen stehen antonymisch aktivische Bildungen
gegeniiber.

i Beispiele:
-lehrling (el ,) “lehrer ()5,
- Priifling (o5 420l=za) - Priifer (;eas)
- Pflegling (o3 (5,0 )= Pileger (i )

Den ling-Derivaten mit aktivischn Sinn
entsprechen substantivierte partizipien I des
Deutschen als synonym.

Beispiele:
- Ankommling (e ;5 35) -
der Ankommende (siewo;b)
- Eindringling (e 52 5,15 533 -
der Eindringende (s15s25,15,55)
- Schaling (ous) 5 5) -
der Schdadigende (eas},,2)

Das deutsche Suffix "ling” hat im Persischen

kein entsprechendes Nomen- agentis-sufffix.

§3-5 Weitere deutsche Personenbezeichnende Suffixe
l [ — N -

Auper der ewidhnten vier Suffixen (er, ler,
ner, ling) existiert im Deutschen eine Reihe von
Nomina - agentis - suffixen, die in Fremdw®orter
vorkommen,

Die wichtigste Nomina - agentis - suffixe
lassen sich wie folgt zusammen stellen:

- ant/- ent®®

- Demonstrant
- Emigrant

- Absolvent

- Prisident

- eur?!

- Ingenieur
- Regisseur

- Masseur

- ist?

- Artist

- Optimist

- Polizist

- or®

- Doktor

- Direktor

- Professor

- ar/ ar®

- Funktionir

- Revolutionar
- Kommissar
- Bibliothekar
- jer?®

- Offizier

- Juwelier

- Proletarier

- oge

- Biologe

- Geologe

- Psychologe

:3-6 'Formenbestand der Personenbezeich- nende
Suffixe

* Wir mochten hier kurzgefasst noch auf
das Genus und auf die Deklinationsform der
Personenbezeichnenden deutschen Suffixe
(er, ler, ner, ling) hinweisen.

"Ableitungssufffixe wie "ling"... legen



Entsprechung im Persischen.
Fast alle Nomina agentis-suffixe im
Persischen kénnen dafiir angewendet werden.

| Beispiele:
- unterdriicker -"kar" wie in
' "Setamkar”" (Kazw)

- lehrer - "gar" wie in

"Amuzgar” (,\$; )
- Arbeiter - "gir"” wie in "kargir" (3,\8)
- Verkidufer - "nde" wie in

"furuschinde" (ouarij 3)

-Koufer - "ar” wie in "kharidar" (. )
- Heerfilhrer - "bod" wie in

"Arteschbod” (1.5,
- Iraner - "er" wie in "Iraner" ( i)
- Bicker - "wa" wie in "Nanwa" (1,:L)
- Soldner - "ur” wie in "Mozdur" (s ;)

- "Tschi” wie in

- Kutscher
' "Doroschketschi”( >« ,5)

Deverbative Ableitungen mit dem Suffix
er" bilden im Deutschen eine grofe Gruppe
von Nomina agentis sowohl von schwachen als
auch von starken verben, wie "Flieger" (starkes
Verb), "Besucher" (schwaches Verb), und
"Schwimmer" (starkes Verb).

Die denominalen Ableitungen von echten
deutschen Wortern mit "er" (Schiffer, Schiifer)
kommen nicht 6fter vor und deshalb kann man
es als unproduktiv betrachten.

Im Gegenteil kommen "er” Derivate von
frernden Substantiven ofter vor, wie Musiker,
Mystiker, kritiker, Techniker usw.

Neben Berufsbezeichnung kann das Suffix,
“er" 1im Deutschen auch Bezeichnungen fiir
Geriate (Blinker, Kithler, Verstirker,

Behilter...) bilden.

Auperdem begegnen wir im Deutschen er
-Ableitungen aus Wortgruppen hiufig, wie
Arbeitnehmer, Radfahrer usw.

Solche Fille im persischen fillt mir nicht ein.

| 3-2 Das deutsche “ler" Suffix und Seine Persischen
t
Fnisprechungen

Wie "er" Suffix hat auch dieses Suffix keine
einheitliche Entsprechung im Persischen.
i Beispiele: -
- wissenschaftler- " Mand" wie in
"Daneschmand (u..2il5)
- spieler- "ned" wiein "nawasande” (o331 )
- Tischler- "gir” wiein  "Durudgir”( $s,2)

Im Gegen teil zu "er" kommen deverbative
Ableitungen mit dem Suffix "ler" iiberhaupt
nicht vor, oder mindestens habe ich es nicht
begegnet.

Ich habe nur denominale Ableitungen mit
diesem Suffix feststellen konnen, -wie
Wissenschaftler (mit nicht-umlautfihigem
Stammvokal), kiinstler und Hindler (mit
umlautfihigem Stammvokal) usw.

i 3-3 Das deutsche "ner"” Suffix und Seine persischen
ﬁlntsprechungen _

Genauso wie bei den Sufﬁxen ‘er" und "ler"
hat auch dieses Suffix keine einheitliche
Entsprechung.

1 - Beispiele: _ -
- Soldner - "ur" wie in "Mosdur (330
- Schuldner-"kar"wie in "Bedehkar" (,15a.0,)

Auch ner - Derivate haben nur nominale
Basis.

Im vergleich zu "er" Sind die Suffixe "ner"
und "ler" viel weniger produktiv,
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i 1. Einleitung -

"Afffixe wie- un—g::h Agl_lt_ung oder-in in
linguistin heissen Suffixe (von lat. sufﬁgcre
wortl. unten anheften")! «.

"Suffix ist ein morphologisches Element,
das an freie Morphemkonstruktionen
angehidngt wird, aber Selbst in der Regel nicht
(mehr) frei vorkommt?",

Suffixe kann mann unter verschiedenen
kriterien untersuchen.

"Hinsichtlich der morphologisch-synta-
ktischen Funktion wird unterschieden zwischen
Flexions-suffixen und Ableitungssuffixen?".

"Die Ableitungssuffixe dienen sowohl der
systematische Bedeutungsdifferenzierung, z.B.
klug {2 5a) ¢

Klugheit [(sio a 1o (=Abstraktbildung)],
Buch (wL=s :¢) Biichlein [, sz 2
(=Verkleinerungsform als auch der kate-
goriellen Festlegung der Wortart Z.B. Furcht
(p—t:p), furcht+en (J3 :¢), Furchisam$ te)
(cis".

"Unter dem Aspekt der historischen
Entwicklung wird zwischen produktiven und
unproduktiven Ableitungselementen unter-
schieden, produktiv im heutigen Deutsch Sind

z.B-er, -ung, -keit, nicht aber-t wie in Schrift,

Zucht’ "

Manche Sprachwissenschaftler finden die
erwahnte Unterscheidung problematisch und
begrinden es folgendermassen:

“Diese Unterscheidung ist oft schwer zu
treffen und in vielen Einzelfallen proble-
matisch, da die Produktivitat eines Verfahrens
nicht abrupt aufhort, sondern allmahlich
abnimmt"®.

"Fleischer (1983:71)schlagt deshalb (in
Anlehnung an die sowjetische linguistin
kubrjakova) eine Zwischenkategorie "aktiv"
fur die Verfahren vor, die nicht mehr Mass-
enhaft zur Bildung neuer Worter fiihren, aber

individuell durchaus noch, z.B von bestimmten
Autoren kreativ benutzt werden.’

Unter dem semantischen Aspekt kénnen
Suffixe aktivische oder Passivische Bedeutung
haben, z.B. - ling hat in "prifling” (s 3.5 3lozal)
einen passivischen und in "lehrling” (; 4si,L5)
einen aktivischen Sinn. Auferdem konnen
Suffixe verschiedene Basen haben z.B.-er in
Flieger (von fliegen) hat eine verbale Basis
und- er in Schiffer (von Schiff) eine
denominale Basis.

32 Nomina : gentxs-suffixa im Deutschen
’und Pers;schén '

Die deutschen Sufflxe fiir Personenbe-
zeichnungen sind:

- er

- ling

- ler

- ner

Es gibt noch in der deutschen Sprache
zahlreiche Suffixe, die als Fremdsuffixe
bezeichnet werden. Diese werden wir spater bei
3.5 behandeln. Die wichtigste Nomina agentis-
suffixe im persischen sind:

- kar'®(,i5)

- gar'! (5§)

- gir'2 ()

- Miand"™ (a%)

-nde'" (Studp-ot)

-ar® (4D

- bod'¢ /bid (L5/L)

-y ()

-wa(ly)

-ur'® (pyonn J3lo Sl sl 5=, )
- tschi'? ()

3 Parallelvergleich der Personen bezeich-
nenden Suffixe ‘

3-1 Das deutsche “er" Suffix und seine persnschen
Entsprechungen o
Das Suffix "er" hat keine einheitliche




Personenbezeichnende Suffixe in der deutschen und
| Persischen Wortbildung
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. zusammenfassung:

Die folgende Arbeit stellt sich die Aufgabe, die Nomina- agentis - suffixe im Deutschen, wie
im persischen in einzelnen in ihrer Funktion und Wortbildungsméglichkeiten zu untersuchen
und sie daraufhin konterastive mit einander zu vergleichen. Dabei werden die Gemeinsamkeiten
sowie die Differenzen betont, was das Lernen erleichtern soll.

Schliisselworter: Suffixe-Personalbildung-Berufsbezeichnung-Kontrastiver Vergleich.
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