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A LESLIA CORPUS:
L1 OBSTACLES IN THE LEARNING OF L2 MORPHOSYNTAX

Ineke van de Craats, Radboud University Nijmegen

T Why a LESLLA corpus?

It is only recenty that second language (L2) acquisition researchers have started to
focus their attention on adults with a low level of education and literacy rather than on
highly educated and academic learners. Since the late nineties of the last century it
became increasingly probable that illiterate individuals process otal language differently
from literate adults. Illiterate adults mumed out to have more problemns repeating lists
of pseudo-words than literates, or doing tasks with phoneme deletions and syllable
reversals {e.g., Adtian, Alepria & Morais, 1995; Reis & Castro-Caldas, 1997).
Neurological research by means of PET scans has even shown that thete is more and
different brain activation during pseudo-word repetition in literate than in illiterate
patticipants, Leatning to read and write an alphabetic sctipt alters neural structures in
the brain (Pettersson et al.,, 2000). For literates, the visual-graphic representation of a
word is s0 closely linked to the phonological representation that they can play with the
(written) symbols, without considering any semantic meaning, For fully. illiterates,
however, this manipulating of words without considering meaning is very difficult.

Results of other studies illustrate how much illiterates rely on semantic meaning
because they cannot use visual-graphic strategies. urvers (2002) and Kurvers et al.
(2006; 20073, for instance, concluded that illiterates did not view abstract and function
words as words and had litde metalinguistic and strategic skills, Tarone et al. (2007)
found that illiterates could not process oral corrective feedback as easily as literates
because of lacking the literacy skills allowing them to visually represent and compare
their own utterance with that of the recast (Bigelow et al., 2006).

These findings are not only essential points to be aware of in language pedagogy
and teaching of illiterate and low-literate learners, they are also of crucial imporrance
for the interpretation of all other research on second lanpuage acquisition (SLA) that
claims to identify universal cognitive processes involved in SLA. This research is
almost exclusively based on tests and experiments cartied out on academic students,
often foreign-langnage students. One should wondet, as Tarone and colleagues do on
page 1 of their 2009 book, whether an SLA theory of universal cognitive processes can
be based exclusively on data from literate learners. As teachers of L2 literacy students
often say that teaching this group is so different - and there are many signals in

Schoneberger, Van de Craats & Kurvers
LESLLA Proceedings 2010



34 Tneke van de Craats

research that this may be true - collecting longitudinal spontaneous and experimental
data of LESLLA leamers, particulatly of those with less than two years of primary
school education seems to be of high relevance for progress in this field.

It is not that LESLLA learners are completely absent from L2 research. More or less
by accident, leatners with a low level of education became involved in L2 research in
some well-known longitudinal studies (e.g., Cancine et al, 1978; the ZISA project,
Clahsen et al,, 1983; the ESF project, Klein & Perdue, 1992) and the cross-sectional
Lexlern study (Clahsen et al., 1991}, because those studies aimed at observing to what
extent adult leamets were able to acquire a new language solely on the basis of aural
input. For theotetical and practical reasons, adults with no other language knowledge
than that of their mother tongue were the best subjects and those happened to be
adults with litde schooling, Their literacy level was not documented, as literacy and
awateness of linguistic knowledge were not viewed as a contributing factor to 1.2
learning in those studies.

It is exactly in this respect that the interest of present days” LESLLA researchers
differs and in which a LESLLA corpus would differ. The focus in a LESLLA study is on
how a non-litetate ot low-literate leatner copes with his restricted learning experience,
in a mtored or untutored language ot literacy learning context. A LESLLA researcher
wants to know what is characteristic of those leamers: is it a low pace of learning
because they cannot (vet) read ot the impact of another sctipt system? Or do they rely
motre heavily on their L1 because they lack abstract knowledge of prammar and meta-
linguistic skills? Is it stagnation or fossilization at an early stage?

Since the end of the last century, data of L1ZSLLA leatners have been collected not
by accident, but by design. Kurvers & Van der Zouw (1990), and Kurvers (2002)
collected data of adult L2 literacy learnets in class. The former study focused on the
development of reading in first time L2 readers, the latter on knowledge of language
and script of illiterate L2 leatners of Dutch. The Minneapolis Somali literacy study
(Tarone et al. 2007; 2009) deals with illiterate and low-literate Somali leamers of
English and investigates the question as to what the impact of literacy on oral L2 use
is, This study focused on three different issues: the impact of literacy on corrective
feedback, on elicited imitation and on oral narradves. The fourth study is Strube’s
(2009) ongoing cbservation study of six L2 literacy classes in the Netherlands, She
describes the learnet’s oral development, the teacher’s feedback strategies and the
feamer’s response. What would turn these four studies into corpora accessible to other
reseatchets would be a digitalized speech recording with transcriptions and
annotations (ideally, accompanied by a rough transladon in English) on DVD or in a
data bank which can be consulted on request.

The aim of the present contribution is to show, firstly, wbat such a corpus may
lock like by providing examples of what might be specific for the group of low-
educated learners, and, secondly, that existing corpora should be made accessible and
new corpora should be collected to enable comparison.

2 A LBSLLA corpys

The data presented here and at the LESLLA symposium in Cologne meet most of the
above criteria. All speech tasks were registered on a Sony mini-disc recorder, wete
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digitalized and converted into PRAAT (‘talk’ - a phonological transcription program,
available online; Boersma & Woeenink, 2003) and consecutively orthographically
transcribed in Dutch; approximately half of the data have also been converted into
CHAT, the transcription system related to the Childes software. The PRAAT sound
files with transcriptions are available on dvd for each participant and for each task in
which spoken language is elicited.! An example of an utterance in PRAAT is given in
Figure 1. In a PRAAT file different ders can be used. The speech signal is in the main
tier. The transcriber can select a part of the signal and listen to it in more detail so that
a more precise transcription can be achieved. The second tier can be used for
orthographic transcription. It is also vety helpful that the intonation contour {the tier
at the bottom of Figure 1) can be shown, which can often help in deciding whete the
utterance ends. New Hers can be added, e.g., for phonological transcripton, for the
transcription of what is said by an interlocutot, or for a transladen in English (i.e., He
goes to the window//the window), which has not heen added in Figure 1, but would
extend the accessibility. In the comment ter it is then explained that the self-correction
{/ /) relates to the choice of the article. The tising contour is typical for this learner and
probably for more Moroccan leamers. A slight disadvantage is that the orthographic
tiers can not directly be converted into a CHAT file,

—————.——-——-*ﬁ——_.—u‘._
hij guat noar de raam // hel raam.
04 2.7
Time (s}
500
o M N
75
0.4 2.7
Time (s)

Figure 1: Sentencs in picire-relfing fask wtered by the Moroccan subject Zohra in Cyele I

All participants had a low level of education or no formal schooling at all before
arriving in the Netherlands. Some of them had attended a literacy class before they

! "They can be obuined by sending an email to inckevandecmats@casema.nl
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entered a ‘repular’ D{utch)SL course. Therefore, it was decided to call this corpus the
LESLLA corpus, In what follows, first, the corpus will be desctibed in this section.
Sections 3-5 deal with aspects that might be charactetistic for this group of learners,
ie., reading skills (Section 3), which are expected to be low, transfer from the L1
{Section 4), because these leatners have low metalinguisdc skills and no or hide
knowledge of other languages, and the realisation of vethb morphology in narratives
(Section 5), because it was suggested by Tarone, Bigelow & Hansen (2009: 97) that
there might be a relationship between alphabetic ptint literacy level and the realisation
of morphosyntactic features in oral narratives of low-literates.

2.1 Research design

The original aim of the study was to investigate where and when obstacles in the
learning of L2 morphosyntax appeared and to what extent knowledge of the first
language can explain these stagnations (lL.e. a temporary or remaining stabilization) in
tautored L2 acquisition. The study was set up as a longitudinal study in which the
participants were observed for approximately 15-18 months, in three consecutive
cycles of 5-6 months with three sessions each, nine sessions in all. In each cycle, the
same tasks were administered ranging from free tasks (film-retellings, picture story-
telling} to more controlled (e.g., a sentence completion task, a drag and drop task) and
strictly controlled tasks (e.g., a sentence imitaton task, a reading task, and a self-paced
teading task). All tasks except the two reading tasks were designed to provide insight
into the leamner’s treliance on the L1 (or L2) morphosyntactic structure of noun
Phrases, verb phrases and sentences. In the free tasks, the leamer could freely produce
L1- or L.2-based structures, but in the tests the leatner was really challenged by the
design of the task (see for instance Figure 2). The tepetitive character enabled us 1o
compare the three cycles and to register even slight progress. The chance that
patticipants would remember parts of the preceding cycle cannot be excluded, but
would not help much because no corrective feedback was given by the researcher.

2.2 Participants

There were fifteen participants, all wornen, eight of them from Turkey and seven from
Morocco. All participants had received little education in their native country and were
leatning Dutch in the insttuctional envitonment of a center for adult education. The
teaching method can be best characterized as reflecting 4 communicative approach.
Some participants also profited from contact with Dutch speaking neighbots, other
mothers, and authorities. Since stagnation and its potential cause was the focus of
research, at least half of the participants were judged by their teacbers as having a
stagnating leaming process or running the rsk to stagnate. As the impact of the
mother tongue was seen as the most impottant factor for stagnation in beginning
leamets, speakers of two very different languages were chosen: Turkish and Moroccan
Arabic. The fact that also the alphabetic writing systems of tlie two languages differ,
was an additional aspect of this decision.
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Table 1: Learner profiles of the Turkish partivipants at the start of data colleetion

Participant Age Years of schooling  Years in the  Stagnation observed or
Turkey Netherl.  Netherlands expected by teacher

Zilfi 30 5 1.5 11 no

Hiilya 19 5 0.7 0.5 no

Emine 28 5 0.8 13 no

Hilal 19 5 1.8 2 yes

Ayfer 37 5 0.8 18 yes

Nazife 31 5 0.6 1 yes

Hatice 45 5 0.6 26 yes

Ozlem 31 6 2.0 5 yes

Mean 30 5 1.0 9.5

Table 1 shows that the Tustkish participants were homogenecus in the years of
schooling in Turkey; only Oziem had had some further education. 'Their age at the
start of data collection vatied from 19-45 (mean age 30). They were all spouses of so-
called guest workers and artived between 0.5 and 26 years {mean 9.5) ago.” They had
all mastered a basic vocabulary after 0.7-2 years {mean: 1 year) of schooling in the
Netherlands. Zilfi and Emine were able to communicate rather well, but
communication with Nazife, Ayfer and Ozlem was problematic.

At the end of the project, Hiilya and Zilfi had attained level Al of the Common
European Framework or CEF {Council of Europe, 2001)3, Emine only for oral skills
and Hilal only for writing; the other participants were below Al for all four skills,

Table 2: Learuer profiles of the Moroccan participants at the start of data colfection

Participant Age  Years of scbooling  Years in the  Literacy course  Stagnation

Moroceco Netherlands Roman scrpt observed/

Netherl. expected
Mina 23 0 2.0 4 yes ne
Zohra 4 5 0.7 8 fats) no
Soad 34 4 0.8 12 no no
Najat 25 4 1.6 4 yes yes
Hayat 22 5 20 2 yes yes
Nezha 38 0 1.3 3 yes yes
Fatima 27 7 1.8 5 no yes
Mean 30 3.6 1.3 5.4

The Motoccan learners {aged 22-41; mean 30), presented in Table 2, were all bepinners
as well (below level Al). They had been living in the Netherlands for 0-11 years (mean
5.4 years) before they started with the coutse. Mina, Zohra, Soad and Najat wete able
to communicate rather well, communication with Nezha and Fatima was problematic.
Before taking this DSL course, four Moroccan participants attended a literacy class in

* Leugth of residence s not indicarive for language conmet because Muslim women often live(d) in the
Netherlands with hardly any language contact with speakers of Ducch.

 Level Al is a very basic level characterized as Breakthrough, The basic vocabulary consisted of frequent
and relevant words that occutred in the first five lessons of the textbook.
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which they leatned the Roman script; they were not illiterate in the Arabic script,
although two of them, Mina and Nezha, had not attended elementary school. They
learned reading from relatives at age 11 (Mina) and 20 (Nezha). At the beginning of the
project all seven Moroccan leamers could read a text in Arabic script and answer some
simple comprehension questions,

At the end of data collection, Mina and Zohra had attained proficiency CEF level
A2 ("Waystage”), Najat Al only for speaking skills and the other participants were
below Al for all four skills.*

3 Development of reading skills in DSL conrse

Although it was out of the direct scope of the project, the reading skills of the 15
participants were assessed at the beginning of each cycle, by means of a short reading
comprehension task in Dutch and a self-paced reading task. The reading tasks were
administered because low reading proficiency or low processing speed might explain
low scores on tasks aimed at assessing morphosyntactic knowledge. In the reading task
the participant was asked to tead a short text in Dutch and to answer one or two
questions related to the text. She pushed the button when she stopped teading. The
questions were intended to prevent the participants from rushing, In Table 3, the
reading times in seconds are given for each cycle. The learners are roughly ranked in
order of oral proficiency from top to bottom, partly based on CEF levels and partly on
the results of the expetiments.

Table 3: Reading pace i seconds for an 1.2 test
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who said she loved reading — the Moroccan learmer Fatima and the Turkish learner
Ozlem, who had more schooling and probably more reading experience than the other
women.

In the self-paced reading task the participant was asked to read the sentence aloud,
push the hutton, and recall the last word.3 Then the next sentence was presented. After
two (or more) sentences, the participant had to recall the last words of each sentence
in the order of presentation. In this way 3 sets of 2 sentences, 3 sets of 3 sentences and
3 sets of 4 sentences were presented. The computer registered the reading time of each
sentence. Sentences of 16 syllables were presented. Table 4 shows the resubts for the
learners in Cycle 1.

Tabl 4: Reading speed for sentences of 16 syllables on a self-paced reading task (Cyele 1)

Task Turkish partcipants Moroccan participants
Mean time per sentence

3 sets of 2 sentences 10 sec. 18 sec.

3 sets of 3 sentences 10 sec. 16 sec.

3 sets of 4 sentences 10 sec. 16 sec.

Tuarkish Cycle Mean Moroccan Cycle Mean
participants I I 11 participants T 11 111

Zilfi 131 08 111 117 Mina** 148 144 129 140
Hiilya a6 110 100 99 Zohta 141 - 138 139
Emine 116 133 137 129  Soad 127 152 119 133
Hilal 143 103 132 126 Najat* 172 174 165 170
Ayfer 122 194 140 152  Hayat* 217 244 174 212
Nazife 117 98 99 105  Nezha** 307 264 225 265
Hafice 145 183 137 155  Fatima 120 123 161 135
Ozlem 182 107 90 126

Mean 130 129 118 126 Mean 176 183 158 172
Range 86-194 119-307

** = no reading instruction in L1 *= only reading instruction in Arabic script

When comparing the reading scores of the Turkish and Moroccan participants, the
overall picture that can be detived from Table 3 is that the Turkish learners profit from
their experience with the Roman script throughout the entire data collection. ‘The raiio
between the scores of the Turkish and Motoccan leamers is 2:3. The non-stagnating
learners are faster than the stagnating readers, apart from the Turkish learner Nazife —

* There are specific national achievement tests and oral assessments (even one geated to low-educated
learners) that ate calibtated on communicative tsks of a level described in the CEF.

The ratio between the scores (i.e. speed) of the Turkish and Moroccan learners on this
task is again 2 : 3. So, we can say that reading in another script affects the overall
scores, but the learners differ much. Of the four leamers who had attended a literacy
class Nezha and Hayat progressed most in reading pace in the course of the project
and Mina already read as fast as the literate Zohra.

4 L1 transfer
A7 L7 transfer in nonn phrases

The third task that we consider is a semi-controlled drag-and-drop task designed ro
provoke transfer from the L1. The learner knew that there were more blocks available
to drag and drop than required for making a sentence.® The task was designed in such
way that both Turkish and Moroccan leammers could construct a  sentence
corresponding to their L1 grammar. An example can illustrate the task. The word
order of a possessive noun phrase in Turkish is: first the possessor, then the possessed

* A Reading Span Test (Daneman & Carpenter, 1980) is rraclidonally used to measure working memory. We
were interested In the partcipants’ working memory capacity as a large working memory capacity may
influcnee lanpuapge learning {c.p., Baddeley, 2003). This expenment did not work oot well for our
partcipants, since the best learners seemed to fully process the sentences, whereas the other learners tended
10 neglect the processing of the sentence, but instead concentrated on recalling the last word. So, the more
advanced learnees got a longer reading tme than the least advanced oncs.

* A reviewer remarked that this is a difficult task because of the use of the mouse and because of its abstract
character. There were two items to wy out the mouse and to grasp the purpesc of the task. All partcipants
already got some experence with the mouse in a preceding (literacy) course and a drag-and-drop task was

not endirely new,
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element, as 1 (1a). For Moroccan Arabic, it is just che opposite order {1b), whereas in
Dutch both orders are allowed, as in (1c) and (1d).

1) a Hasan-in araba-st (Turkish)

Hasan-33G car -35G
‘Hasan’s car’

b t-tumubil dyal Hasan (Moroccan Arabic)
the-car of Hasan

c Hasan  s/z’n auto {Dutch)
Hasan  his car

d deauto van Hasan {Dutch)
the car  of Hasan

One of the items in this task was the one in Figure 2. Both the reaction time and the
number of moves wete registered, as the learner can tey as many moves as she wants.
Note that only type (1¢), Hasan 7'n auto, is correct and that three moves are sufficient
to get the correct sentence. Note that type {1d) is not a possible answer in the item in
Figure 2 because the analytic construcdon needs a(n) (un)definite article before the
possessed element (DE auto).
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So, #an is seen as positive evidence for transfer by most Tutkish learners, and the
absence of the article #e is not seen as negative evidence by most Moroccan leamers.

Tabie 5: Resnlts of two itews on word erder in the nionn plirase at the drag-and-drop lask

Turkish paricipants Moroccan participants
Hasan g'w anto (1) % cotrect  moves RT  %cotrect  moves RT
‘Hasan’s cat’ (3 (sec.) (sec.)
Cycle I 125 % 4.1 27 0% 4.4 35
Cycle II 0% 6.4 41 28 % 3.5 19
Cycle ITI 12.5 % 7.7 32 17% 3.5 21
De gpa pan Bas (1d)  /Bas/de opa/z'n/van/
‘Bas’ grandpa’
Cycle I 25% 5.1 25 100 % 3.8 34
Cycle II 25% 6.2 27 100 % 3.8 26
Cycle ITI 25% 8.3 43 100 % 4.3 21

Hasan auto Zn van

Figsre 2: ltems from the drag-and-drop task (farger: 'Hasan 'n anto', Engl. Hasan's car))

This type of construcdon (1c) was difficult for both language groups, as can be derived
from Tahle 5, with no correct answers in Cycle IT for the Tuckish participants, and no
correct answers in Cycle I for the Moroccan leamers. The percentage of correct
answers was very low for both groups in the remaining cycles as well.

75% of the incorrect answers provided by the Turkish women were possessor-
initial noun phrases (Hasan van anie; Hasan of car; ‘Hasan’s car™) in Cycle I, 50% in
Cycle 11, and 37,5 in Cycle III. All these incorrect answers are based on the assumption
that the prepositon wer ‘ol is the genitive case of the possessor and not the
preposition preceding the possessee NP. On the basis of their L1, the Turkish learners
interpret the L2 differentdy from what native speakers and the Moroccan learners do.
However, the answers of the Moroccan learners were all possessor-final noun phrases
(aste van Flasan, car of Hasan; ‘Hasan’s car’), which are incorrect because a preceding
article is required.

The second item in Table 5, de gpa van Bas; the grandpa of Bas (‘Bas’ grandfather’), was
a type (1d) construction in which the possessee is preceded by an article, completely
corresponding to the Moroccan Arabic construction type (1b), resulting in a 100%
correct score for the Moroccan learners.

These results also show that the Turkish learners strugple much harder but get
worse results, ie., fewer correct scotes with mote moves. The assumed reason is that
they are testructuring their 1.1 grammar (they reanalyze the category of the case marker
van (‘of’) into a preposition), whereas the Moroccans simply transfer their L1 structure.

4.2 LY trausfer in verb phrases

Similar items in which the learner is elicited to follow her LI grammar, were
constructed for verb phrases in the drag-and-drop task, Just as was the case for noun
phrases, Dutch allows two syntactic positions for the lexical vetb: in sentence-final
position when the verb is non-finite (2b} and in second position when it is finite
(Dutch is a Verb Second language; see e.g. Den Besten, 1989), as in (2a}. In the latter
case, the object precedes the non-finite verb (OV order). Turkish has the same basic
wotd ordet, but then the lexical verh is finite (2¢), while Moroccan Arabic has a SVO
{2d} or VSO order.

(2) a  Baskoop-t cenboek SVEnO (Dutch)

Bas buy- 35G a book
‘Bas buys a book.’

b  Basmoet  eenboek kop-en SAuxOV (Dutch)
Bas must.5G a2 book buy-NONFIN
‘Bas must buy a book.’

¢ Ahmet kitap al-iyor SOVfin (Tutkish)
Ahmet book buy-3sG
‘Ahmet buys a book.”
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d  Abder kayehder I-Eerbiya SVinO {(Moroccan Arabic)
Abder speak.35G the-Atabic
‘Abder speaks Arahic.”

A Dutch main sentence may, thetefore, provide evidence for both OV and VO order,
but OV order is restricted to non-finite and VO to finite contexts. The question atises
whether, and if so, how long the present learnets of Dutch are guided by their L1 word
order. The results on two relevant items of the drag-and-dtop task provide some
indication.

In the first itern (‘Bas buys stamps’) three blocks could be dragged and the leatnet
could choose between a finite (ogp$) and an infinite form (&epes), which could he
placed in the second position (3a) or (3d) ot at tie end of the sentence, as in (3b) and
(3c). The target sentence (3a) can be attained in minimally rwo moves.

(3) Stimulus: prompt + 3 blocks = Bas .... /postzegels/kopen/koopt/
a  Bas... kooptpostzepels. (Vln - positon and form cortect)

Bas buys stamps

Bas ... postzegels kagps, (Vfin — position not correct)
¢ Bas... postzegels kapen. (Vinfin — position and form not cottect}
d  Bas... kopew postzegels. (Vinfin —~ form not cortect)

The second item (‘Freek gets a fine’) given in (4) bas a similar target sentence, the only
difference being the otder of presentation and the number of blocks, four in this case,
as a prompt is lacking. The target sentence can be moved in minimally three moves.

{4) Stimulus: 4 blocks = /krijgen/Freek/een bon/ktijgt/
Freek £rfjg? een bon.
Freek gets a ticker.

The results for the two items are given in Table 6. For the Moroccan leamners, there
was a strong similarity with their L1 structure, which resulted in an almost 100%
correct score: both the position and the motphological form were correctly chosen.
The scores of the Tutkish leamners are around chance level (50% plus ot minus 12.5)
over the three cycles. For them, the relationship between the finite verb and the
second posiion was not evident, as finite verbs basically occur in sentence-final
position in Turkish. The error scozes in Cycles 1 and IT are all cases of a vetb (finite or
infinite) in sentence-final position, only in the last cycle two infinite forms in finite
position occurred.

This lack of certainty becomes cleatly manifest in (5), in which Zilf produced
both forms in two different syntactic positions: the two forms are in the cortect
position, but the nonfinite form is redundant.

(5) Bas .... koop-t  postzegels kop-en
Bas ... buy-35G stamps buy-NONTFIN
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Table 6:  Results of twe itemis on word order in the sentence at the drag-and-drop task

Turkish participants Moroccan participants
Bas koopt pestgepels % correct Moves RT  %comect  Moves RT
‘Bas buys stamps’ (2) (sec.) (2) (sec.)
Cycle I 62.5% 29 19 100% 4.1 36
Cycle 1T 50% 33 27 100% 24 17
Cyele 1II 37.5% 3 33 100% 28 23
Freek krifgt een bon
‘Freek gets a ucket’ (E)]
Cycle 1 50% 38 17 100% 31 35
Cycle 1T 62.5% 4.4 19 86% 36 27
Cycle 11T 62.5% 3.8 18 100% 38 20

To conclude it can be stated that the Moroccan learners — with less scheoling and
literacy —~ are more aware of variable, merphological features and the position of the
verh and their relatonship than the Turkish learners in this project. Can this be
confirmed by the mormphosyntactic development of the verb in a relatively free task
such as a film retelling and a picrure-telling story?

5 Morphosyntactic features and defanlt forms tn narratives

The 11:81LA corpus contains three narratives per cycle. We scanned the two narratives
with the highest number of words for all verb forms meant to refer to 3G of the
present tense, because subject-verb agreement can only reliably distnguished from the
stem and the infinitive of a verb in this context, as can be seen in Table 7. Henceforth,
verb forms consisting of stem and stem+t are denoted as short forms, and verb forms
consisting of stem+ex (often pronounced as — in spoken Dutch) as long forms.

Table 7: Darch inflectional paradign: for regular verbs in the present tense

Person +  -suffix Example: pakken ‘10 take’) Word length Morpho-
number in syllables syntactic
1sg - ik pak T take’ Shert Finite
2sg RIRY] iij pakt/pak je?  You take’ Short Finite
3sg -t hij pakt ‘He takes’ Short Finite
1,2,3pl -en wij/jullie/ 21 “We/you/they Long Finite
pakken take’
Infinidve  -en pakken ‘to take’ Long Nonfinite

In Figure 3, all long forms and short forms of lexical verbs are put together for three
Turkish and three Moroccan learners (one of them being the least proficient learner (at
the top) with the most schooling, the other two the most advanced learners at the
bottom with one of them — Mina — without any schooling in L1},
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dummy auxiliary form # accompanies the movement of the lexical verb and takes over
the person and number features of the finite verb (see for morphosyntactic details:
Van de Craats, 200%) before the (entite) verb is moved to the position in the beginning
of the sentence in (7c), in which agreement is still not correct. It seems simpler to
exptess these features independently than linked to a lexical verb when movement of
the entire verb is involved.?

A similar process occurred for the Moroccan leatners, who preferred another
dummy auxiliary gaan (‘to go’), as in (8a) and (8b), in which ga (go.SITM) carries the
petson, number and tense features without the meaning it normally has. Note that in
both sentences the learner reports an action that is alteady taking place and not one
that is going to happen (see for more information: Van de Craats & Van Hout, 2010).
In (8a), the dummy form is linked with a long form, in (8b) with a short form.

(8) a Sneeuwman ga kijk-en tableaus Fatima, Moroccan learer
snowman go.STEM look-NONFIN paintings
“The snowman is locking at the paintings.’
b dan ga loop naar raam Hayat, Moroccan learner
then go.STEM walk.STEM to window
“Then he is walking to the window.’

The number of dummy auxiliaries — either #r or gafat) — produced by three leamets of
each group is given in Figure 3, in which it can be observed that the more advanced
Turkish learners Hiilya and Zilfi used mote dummy zuxiliaties than Ayfer, who does
not show development. For Hilya the long forms are disappearing in favour of
dummy auxiliaries, for Zilfi the dummy auxiliaties are disappeating in favour of fnite
forms. For the Moroccan leamers the picture is different. The least advanced learner,
Fatima, produced mote dummy auxiliardes over time, and fewer short forms (probably
default forms), the more advanced Zohra and Mina still produced ga-forms, but with
the target meaning of near future (not visible in the graph) and almost no long forms
instead of finite forms.

To conchlude it can be stated that dummy auxiliaties realise one of more features
that ate normally part of a lexical verb and may emerge when bound verb morphology
has not fully been acquired yet. They disappear after a specific developmental stage,
but can remain for quite a long time in the speech of vulnerable learners such as
LESLLA leamners and SLI children (e.g., Jolink, 2005; de Jong, 1999).

6 Conclusions

For all aspects of 1.2 acquisition we have been dealing with —ie. reading pace, L1
transfer, defaults forms and dummy auxiliaties — we do not know how chatactetistic
they are for the population of low-literate and low-schooled learers, because
comparison with other groups is problematic for the simple reason that (either
longitudinal or cross-sectional) data are lacking, including data of highly educated
leatnets. Therefore we do not know whether insertion of dummy auxiliaries is related

* Simmilar processes are found for L2 Baglish, e.g., by Fleta (2003) and for L2 German by Haberzell £2003).
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to slow development or due to a lack of linguistic experience with languages in which
inflectional features are overtly realised. Anyway, it is not caused by a lack of literacy
alone since both literate Turkish and low-literate Moroccan learners use them, We do
not know either if L1 transfer is more persistent in LESLLA-learners, but we do know
that absence of correct morphological verb marking is not only characteristic for
illiterates, but also for the low-literate and moderately literate learners in the present
cotpus. For Duich, however, absence of verh marking manifests itself not as a bare
verb (like the Somali learners in Tarone et al., 2009) but as a defauit form, either a long
form (infinitive) or a short form (unanalysed finite form). Although Tarone et al.
found more bate verbs in the low-literate than in moderately literate group, the
differences within the groups were so large that there was no statistic significance for
the relationship between literacy and use of verb morphology. Other corpora with
LESLLA-leatners may confirm this, but we also need cross-sectional or longitudinal data
from highly litetate leamers to know if lack of inflecional morphology is not more
typical for beginning kearners than for illiterate leatners or for highly educated learners
with first languages lacking verb morphology like the highly educated Patty in Latdiete
(1998).
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