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‘The only languages that do not change are dead ones.’

David Crystal
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Introduction

Language dynamics in a bilingual speaker has been both a fascinating and vast
field for investigation. The term ‘dynamics’ suggests continuous changes at different
stages of language proficiency. In the context of contact linguistics the direction of
those changes, i.e. whether they are language progression or regression, was often under
discussion. There have been studies on many aspects of language dynamics among
which that of attrition also appeared. Perhaps my interest in first language (L1) attrition
would not have been aroused if it had not been for some personal experiences.
Humorous and common conclusions shared by the MA students that the four-year
course of intensive foreign language (FL) study had brought them to the point at which
they experienced feelings of insufficient control over both L1 and FL and of
semilingualism made me search for some explanations.

It has already been over three decades since Lambert and Freed’s (1982) Loss of
language skills made a breakthrough in the study on first and second language attrition.
The next book-format of papers on attrition appeared in 1991 in Seliger and Vago’s
(ed.) First language attrition and dealt with pathological and non-pathological attrition
at individual and societal levels. The beginning of 21% century saw a surge of interest in
attrition which was initially largely individualised (Kopke and Schmid 2004), i.e. many
projects on attrition were run parallel and their results being unpublished and
unavailable could not be compared. However, after the turn of millennium the field of
research on attrition started to unite and many efforts have been made to establish
networks between researchers in the form of conferences and on-line databases. Also
the field of language attrition has been split and divided into primary and secondary
language attrition. Képke and Schmid’s (2004) edition entitled First language attrition:
interdisciplinary perspectives on methodological issues contains a collection of papers
which present research designs and set a proposal for a common research framework.

This dissertation originated in the belief that developing competence in a foreign
language (FL) entails changes in the realm of the mother tongue competence. The term
‘language change’ is obviously a vast one and covers a number of facets concerned with
changes associated with both language system development and language breakdown.
Since so perceived change would be much beyond the scope of this research, the focus
has been restricted to the symptoms of the first language (L1) breakdown under the
influence of an actively used FL or in other words - L1 attrition in the FL context. To be
more precise, the primary attention is paid to potential changes in the use of Polish by
the students of English at the Institute of the English Language at the University of
Silesia. Such a choice of the area of study has been dictated by the interest in cross-
linguistic phenomena and the perspective of didactic implications that the research is
expected to produce both at the level of primary and higher bilingual education. In this
work, the terms c‘deterioration’, ‘breakdown’, ‘deactivation’, ‘erosion’, etc. are
synonymous with ‘attrition’.

This work consists of two parts. Part One comprises three theoretical chapters.
Since no language change occurs in isolation, non-linguistic factors and neurological
aspects are reviewed in them and aspects of structural linguistics, stages of summary
writing and L1 norm are presented. Part Two provides description of the research



design, empirical studies and the results. In the last chapter the findings are summarized
and conclusions drawn.

Perhaps, the greatest value of this work is that it contributes to understanding of
the nature and the role of L1 attrition in L1 context. The L1 context, apart from the
dialect loss, has not been the mainstream field for investigation and for this reason this
work is a projection into a more specific area of L1 attrition.
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Part One: Theoretical Background
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Chapter |

Language development and change

1. Introduction

Language is a system of grammatical, lexical and phonological configurations
shared by a group of people and used for communication. This basic definition may be
extended to the roles that languages fulfil in the course of national history and heritage.
Some metaphors render the multi-planed language functions. For instance, Crystal
(2000) cites a Welsh proverb, which compares language to the heart without which the
sense of nationality and its unique character are lost:

Cenedl heb iaith, cenedl heb galon
[‘A nation without a language is a nation without a heart’] (Crystal, 2000, p. 36)

The lifespan of languages depends on the lifespan of societies as languages die
with the death of their last speakers. There have been no systematic and therefore no
fully reliable records of the world languages and consequently it is now impossible to
precisely state how many of them are already non-existent (Crystal, 2000). According to
Crystal (2000), languages are dying at a fast rate and in the future more than half of the
now existing languages will die.

Attrition, which is associated with language breakdown, does not necessarily
lead to the complete language death but it may result in a limited control of a language
system. De Bot (2001, cited from Hutz, 2004, p. 203) compares language to a house
which once abandoned starts to systematically fall into the state of deterioration. Time
and negligence make attrition progress. However, the change is not radical but rather
slow and selective. The selectiveness of attrition has been depicted by Hutz (2004) who
elaborated on De Bot’s (2001) metaphor and suggested that once left unattended, the
language, just as a house, does not change into a ruin immediately. It is rather a slow
process of gradual decay of the most susceptible elements in the first place and only
later the more solid ones. Therefore the domain of vocabulary may be compared to the
roof or windows as the most fragile parts of building construction whereas morphology
and syntax — to the more fundamental parts, such as walls and foundation (Hutz, 2004,
p. 203).

One may wonder why the mother tongue should attrite in the FL setting if it is
regularly used within it. Perhaps it is a justifiable concern but it requires confirmation.
What is certain, however, is that nowadays bilingualism (and more often
multilingualism) is a goal for communities all around the world. Foreign languages,
English in particular, are obligatory subjects in the school curricula. Social and
economic pressures to teach and learn them are so profound that they appear to have
blurred the concern for native language(s). Schmid (2004) draws the following
conclusion:

(...) all efforts have been going to the teaching of second and foreign
languages while the preservation of second and first languages and its
transmission to the next generations in the case of migrants seems to be
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deemed a non-issue. The point to be made here is that there is a danger of
neglecting — and thus losing — a great wealth of language proficiency, the
preservation of which would cost far less effort than the teaching of an
unknown language from scratch. (2004, p. 355)

In the Polish context, the consequences of L1 neglect must have led the Ministry
of Education to impose an obligation on all teachers to express concern for the Polish
language which their students and they themselves use. This regulation was brought into
force in the school year 2009/2010. The undertaken measures to approach the mother
tongue as an asset to the nation have many supporters but, with all certainty, they must
have had a reason, too.

2. Cognitive development

In considering the issue of language attrition the aspects of language
development may not be neglected. Learning and unlearning are inherent parts of the
human brain, present throughout the entire brain’s lifespan. Languages are unique
properties, acquired solely by humans, even in conditions described as less than ideal,
such as low levels of intelligence or pathologies (Chomsky, 2006, p. 9). Aitchison
(1998) made a humorous and illustrative comment that language is as natural for people
as barking for dogs or chuttering for monkeys, i.e. language is species specific and a
distinctive feature of the human kind. However, it is a well-established belief that the
brain’s predisposition to acquire language in a formally unfocused manner has its limits,
too. There is a certain period of brain’s ‘receptiveness’, which is believed to be blocked
after puberty. Although the human brain retains capacity for developing second and
foreign languages throughout most of its life, the process of such development is
significantly different from childhood mother tongue acquisition. The following chapter
attempts to discuss the cognitive predispositions for language development and attrition.

2.1.Nature versus nurture in language development

There have been many attempts to explain the intricacy of the human learning so
deeply engrained in the human nature. In these considerations, the roles of nature and
nurture in language development were taken into account. The first, scientifically
grounded hypotheses date back to the turn of the 20™ century. A series of experiments
with a dog, led a Russian psychologist, Ivan Pavlov, to a conclusion that human
learning is a matter of associative training (of the kind: if A then B). Skinner (1957)
described Pavlov’s classical conditioning as ‘respondent conditioning’ since it dealt
with the behaviour elicited as a response to the stimulus, and proposed his own theory
of operant conditioning. In this kind of conditioning an animal learns an association
between a motor task it performs and reinforcement. The reinforcement is either
positive or negative and plays a major role in successful habit formation. Behavioural
theories exerted a tremendous impact on language learning theory in general and viewed
language development as a set of trained habits.

The present understanding of the learning processes has been enhanced by
Rogers’ (1951) humanistic theory of learning which stands in total opposition to the
behaviourist tradition. Rogers directed the main focus on the person not only as an
intellectual capacity but foremost emotional human being. His theory places the main
emphasis on the humanistic context of emergence of a learner self-concept, which is the
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driving force behind the learning effort. Thus, the teacher should create non-threatening
conditions and act more as a facilitator, supporting and motivating the learners in their
struggle to master new skills rather than a superior instructor. Learning also has its
social dimension in learner interactions and cooperation in the tasks through which
learners build their self-esteem.

Language develops in line with physical maturation. The apparent ease with
which children acquire any language that is used in their immediate environment has
brought many linguists to the conclusion that language must be pre-programmed in the
human beings. Chomsky (2006) developed the notion of universal grammar accounting
for a child innate ability to make hypotheses about language and decipher the accurate
and erroneous patterns in spite of the fact that they might not have seen or even heard
the pattern before. This phenomenon is also described as ‘poverty-of-stimulus
argument’ (cf. Lightfoot and Fasold, 2006), which means that child language
development is a process of systematic expansion of ‘a legitimate system in its own
right’ (Brown, 2000, p.25) despite the existence of frequently contradicting linguistic
information in a child’s environment. Children’s use of the mother tongue is innovative
and parents frequently fail to provide corrections to their children’s performance. Thus,
Chomsky proposed the existence of an internal, innate ‘language acquisition device’
(LAD) responsible for language acquisition. He also distinguished between the deep and
surface structures of the language, which in turn allow for representing the same
concept by employing various structural patterns, i.e. transformations (Chomsky, 2006).
The result of child L1 acquisition is the tacit or latent language knowledge whose
operation principles may be compared to those of a spider which ‘can spin a web
successfully without any awareness of the principles it is following’ (Aitchison, 1998, p.
180).

FL development is not an identical process to L1 acquisition and involves a
substantial degree of ‘nurture’. The answer to the question of how much it is nature that
allows human beings for specifically FL attainment and how much it is nurture that
facilitates the process may be found in the work of researchers such as, e.g. Skinner
(1957), Aitchison (1998) and Chomsky (2006). As already mentioned, the early
perception of language development did not go beyond a set of habits formed in the
course of trial and error. Successive research, however, showed that it might be more
applicable to the FL development rather than L1 acquisition. According to Berko
Gleason (1993), the neurological perspective assumes the existence of certain biological
predispositions and neuropsychological endowments for learning successive languages
after the L1 acquisition has been completed. However, developing the secondary
language systems may require much more form focused practice than subconscious
intake. The conclusion may be that nurture ‘not only makes it all easier, but actually
changes the way the brain organises itself’ (Aitchison, 1998, p.59). In other words, the
humans possess the natural predisposition for learning of languages other than the
mother tongue but need practice.

2.2. Intelligence

An undisputable factor underlying any learning is learner’s intellectual capacity.
The potential to learn is referred to as intelligence. Some researchers, such as Lenneberg
(1967), suggested that intelligence may not be considered a major factor in L1
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acquisition since all children, except these with severe mental disability, acquire their
mother tongue. Others, e.g. Oller (1981), put forward a view that intelligence and
language learning are strongly interrelated if not identical. Ellis (1985) claimed that
intelligence may be a significant predictor of success in L2 acquisition in a classroom
setting dominated by formal instruction. This relationship, however, is not equally
applicable in a naturalistic context, ‘when L2 knowledge is developed through learning
how to communicate in the target language’ (Ellis, 1985, p. 111).

Currently, the definition of intelligence has gone far beyond linguistic and
logical-mathematical dimension. Gardner (1993) has not only challenged the validity of
the traditional intelligence quotient tests but also proposed a more diverse definition of
the human intellect. His model of multiple intelligences consists of eight distinctive
intellectual variables. Aside of linguistic and logical-mathematical intelligences,
Gardner added six additional intelligences, such as spatial, musical, bodily-kinesthetic,
interpersonal, intrapersonal and naturalist. Further, Goleman (1995) considered emotion
to be always first to react and therefore first to be taken care of in educational contexts.
He emphasized that the starting point for any successful learning is settling the matter of
emotional malaise of depression, irritation, distractedness, social withdrawal, etc. He
also argued that through the lack of emotional intelligence (EQ) young people fail on
various planes, including the educational one. Therefore, EQ has become an essential
element of global intelligence conducive to the degree of educational success. Thus,
overall understanding of intelligence in the context of language development consists of
many aspects including logical thinking, ability of creative language use, mental model
organization, sound recognition and production, building an affirmative image of
oneself in social interactions, etc.

2.3. Memory

Difficulties in adult learning may be concerned with memory processing.
Longstaff (2000) and Paradis (2004) presented a comprehensive overview of memory
types. Namely, there are two well-known memory categories: declarative (also referred
to as explicit) is memory for facts and procedural (also known as implicit or motor) is
memory for skills. The former category comprises episodic memory, i.e. memory for
specific events and semantic memory, i.e. memory for facts unrelated to events. The
latter category is further divided into non-associative memory, i.e. habituation and
associative, such as classical conditioning.

With time, memory deteriorates in at least two senses. First of all, elderly people
experience problems when trying to acquire new knowledge, which may be seen, for
instance, in their apparent inability to gain full control over new vocabulary even within
their own mother tongue. That suggests that with age, the brain’s capability becomes
largely diminished and neural connections are not easily restructured to allocate the
novel data (Longstaff, 2000). Although it is natural for human memory to regularly
eliminate some portion of the previously recorded data, there is vague or none such
possibility of losing once acquired and established linguistic system (Herdina and
Jessner, 2002), i.e. items in the human memory are not lost but relocated. This means
that the linguistic data may become inaccessible but at the same time - retrievable due to
appropriate cues. Thus, language attrition may be accounted for with two theories of
forgetting. The first one views forgetting as a gradual process of information decay with
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progression of which, the retrieval of the particular data grows increasingly difficult.
The other theory is concerned with cognitive interference: accessibility is diminished
because of new information covering up the old one (Herdina and Jessner, 2002, p. 94).

According to some researchers, specificity of the learned items as well as their
meaningfulness contribute to their retention in memory. Ausubel (1968) accounted for
forgetting with a theory of subsumption. The underpinning of the theory is a belief that
meaningful learning is conducive to retention of the learned item in the long term
memory. In rote learning the memorized material is believed to be stored as an isolated
entity without established relationships with other concepts (and thus the first to be
deleted from the memory banks). Meaningful learning entails subsuming items into an
existing conceptual category. As a consequence, retention of the acquired items is
enhanced since they are relatable to an already existing cognitive structure.
Nevertheless, the subsequent ‘obliterative’ stage of this process is attrition, i.e.
systematic forgetting, or in Brown’s (2000) terms ‘cognitive pruning’ in the course of
which items are incorporated into a more general conceptual framework and thus
gradually lose their distinctive structure until finally they are no longer available. It is
easier for the mind to organize the new data into a common, relevant cognitive structure
rather than to retain diverse, specific and disorganized items. Language patterns in
multilingual systems have to be reduced to fit into a common ‘denominator’ and be
integrated into an overall linguistic framework. Seliger and VVago (1991) saw knowledge
of two or more linguistic systems as ‘coexisting in a state of competition for a finite
amount of memory and processing space in the mind of the speaker’ (p. 4).

2.4.Bilingual memory models

The bilingual semantic memory is often illustrated with the aid of two storage
models of coordinate and compound, or following Cook’s (2003) terminology -
separation and integration models. The former dichotomy presupposes the existence of
two separate systems of language representation. They are independent of each other
and come into contact via the translation mechanisms. The separate storage model
assumes the existence of separate memory devices for L1 and L2. Within the latter
dichotomy, the bilingual memory is a common, interrelated storage system for both
languages. In this integration model, language information is ‘tagged’ for its attributes
and compiled into the same memory device. A common characteristic of both models is
that they include a processing mechanism which allows for switching between
languages. According to the independence model, a bilingual speaker should react to
either language in the same way as a monolingual does. The interdependence model
allows for a degree of interlingual interaction.

The question about the accuracy of the two models has not been fully resolved.
After all, the storage patterns may ensue from the neurobiological factors related to age
and order of language acquisition. It has been accepted, however, that coordinate
bilingualism typifies learners acquiring both languages simultaneously, whereas
compound bilingualism characterizes subsequent language learning (e.g. Herdina and
Jessner, 2002, p. 9; Gabrys-Barker, 2005, p.24).

Many researchers (Cook, 2003; Herdina and Jessner, 2002; Jessner 2003) hold a
view that the relationships between the languages in a bilingual mind are dynamic and
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susceptible to change during the processes of both language acquisition and use. From
this perspective, the change may occur in either of the separately stored language codes
due to, for instance, changes in exposure and language use. Thus, one language code
may evolve at the expense of the less used or unused one. Cook (2002) has suggested
that the integrated language system may undergo changes as a whole.

Within the framework put forward by Seliger and Vago (1991), three stages of
memory structuring according to the level of advancement are possible:

- Compound | Bilingualism is an incipient stage of bilingualism at which the
target language is learnt though forming and testing hypotheses on the basis of
the mother tongue. During this phase language transfer is directed from the
primary language to the second language. This means that both languages are
served by the common source of L1 knowledge which does not preclude
operation of universal principles of language learning.

- Coordinate Bilingualism is the intermediate stage at which separation of two
grammars takes place via the processes of restructuring, i.e. adapting the primary
language rules to the target language, and recreation which entails devising
unique principles applicable to the target language only.

- Compound Il Bilingualism is characterised by the growth of the target language
domain to the extent at which it starts to exert an impact on L1. At this level the
primary language is modified according to the principles found in the target
language.

Compound Il Bilingualism may be compared to Cook’s (2003, p. 8) ‘partial
integration model’. In his model, multilingual storage is unique in the sense that it
differs from the monolingual forms of either language. At that stage bilingual users may
have a feeling of losing control over their L1 because of transfer phenomena, forgetting
of L1 grammar rules and vocabulary and using them incorrectly.

2.5. Critical period hypothesis

Ellis (1985, p. 108) pointed out that major differences in language development
should be attributed to learners’ age and stage of cognitive development. Children
outperform adults in their final language proficiency and gain native-like control over
L2. This relationship has won the metaphorical descriptions of ‘younger equals better in
the long run’ (Singleton, 1995) and ‘a tortoise and the hare effect’ (Bialystok and
Hakuta, 1994). The metaphors attempt to account for the fact that adult L2 learners
outperform children in the early morpho-syntactic stage of L2 attainment, however, they
rarely equal with young acquirers in terms of their final L2 control. Yet, L2 attainment
usually happens at the cost of L1 quality and in some cases L1 loss. For instance,
Pallier, et al. (2003) noted that children aged 3 to 8 lose their L1 when immersed into
L2 environment and deprived of L1 contact. This interdependence between age and
final language attainment draws a distinct line between child and adult language
learning.

L1 acquisition is primarily subconscious and automatic. The Piagetan concrete
operational stage (between age of 7 and 11) marks the onset of logical reasoning in a
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child (Gerrig and Zimbardo, 2009, pp. 317-320). From this time on, a child acquires a
new tool of conscious control over learning in general. An adult FL/L2 learner gains an
early advantage from the well-developed meta-knowledge, abstract thinking abilities
and awareness of one’s own learning styles and strategies. A child’s FL/L2 learning
starts at much slower a rate. Child awareness of a language learning process is
incomparable to that of an adult. Language learning is more dependent on inductive
rather than deductive input, quite contrary to adult learning. However, this early
advantage on the part of adults does not ensure their final success, which, more often
than not, belongs to young learners.

The first years of human life are believed to be a period of the optimal conditions
conducive to language acquisition in the course of which the language control is
assigned to the left brain hemisphere in the process of lateralisation. The finite boundary
marking the end of the critical time for brain’s plasticity remains a bone of contention
for the researchers. Penfield and Roberts (1959) stated that it lasts for the first ten years
of life. In the opinion of Krashen (1973) and Paradis (2004), the period of optimal
cognitive conditions for language development falls within first five years of life,
whereas Ventureyra et.al. (2004) claim that it extends from two years to puberty.

Some cognitive researchers have proposed multiple sensitive periods during
which different linguistic skills are assigned to the left part of the brain (cf. Ellis 1985,
p. 108; Celce-Murcia et.al., 1996, p. 16). Such a proposition has been made to account
for the fact that different L1 skills seem to establish at different times. For instance,
pronunciation remains the ‘least amenable to conscious manipulation’ (Ellis, 1985, p.
109) and it is extremely demanding, if not impossible, to get rid of the foreign accent
when speaking FL/L2. It means, taking the reverse perspective, that L1 pronunciation is
much more resistant to attrition than any other skill. In general terms, it is widely
accepted that puberty marks the beginning of the progressive loss of the brain’s
flexibility, especially in the area of accent, and L1 attrition after puberty has been
considered rather unlikely.

2.6. Brain’s structure and learning capacity

Neurological research provides a compelling, supplementary insight into
language processing across human lifespan. The whole of language storage and retrieval
processing takes place in the brain and, therefore, it is particularly relevant to this
research topic.

The human brain is divided into two major sections: the brain stem with
cerebellum responsible for sustaining the organism and the upper section of the
cerebrum whose purpose is not connected with biological survival but integration with
the environment (Aitchison, 1998, p. 51). The cerebrum is further divided into two
cerebral hemispheres which are assigned various functions. Penfield is said to be a
pioneer in mapping the sensory and motor brain in 1930s. Doidge (2007) reports that he
used electric probes during a brain surgery to distinguish the healthy tissue from the
unhealthy one and so was finally able to create the sensory and motor brain maps.
Before those discoveries, however, language was already located in the left hemisphere
by Broca and Wernicke in the 19" century.
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Language may be localized in the left hemisphere but there have also been
accounts of pathological damages to the parts of the brain believed to be the language
areas without the result of speech loss as well as damages to ‘non-language’ areas which
impaired speech. Some patients who had the whole of the left hemisphere removed
suffered language loss initially. However, with time, they regained a limited range of
linguistic skills. Some neurologists conclude that the right hemisphere has a limited
potential for language and that the brain has the potential to re-locate the speech centres
(Aitchison, 1998, pp. 56-58; Berko Gleason, 1993, p. 152).

Modern techniques allow for examining which brain areas of the upper section
are involved in performing which activities, language included. These techniques range
from ‘sodium amytal’ test, diachotic listening, electro-diagnosis and brain scans
(Aitchison, 1998, pp. 53-59) to EEG (electroencephalography), TMS (transcranial
magnetic stimulation), PET (positron emission tomography) and fMRI (functional
magnetic resonance imaging), which show the brain activation patterns during language
perception and production. The two latter techniques were used by Pallier et al. (2003)
to investigate the patterns of brain activation when involved in L1 and FL tasks. Their
fMRI study of the adopted Koreans in France suggested that children at the age between
3 and 8 years acquire their second language through the same brain areas as children
acquiring their mother tongue. As a result there was no difference between the adult
native French and adopted Koreans in terms of the brain activation when listening to
Korean as a FL and French as an L1. However, it was observed that the brain activation
on the part of the native French control group was broader. The conclusion was that it is
possible for an L2 to replace an L1 in early bilinguals, however, such replacement may
remain incomplete. Other findings implied that it may not be age that impacts the way
the second language is represented in the brain but the level of proficiency. In the PET
study cited by Pallier et.al. (2003) the comprehension task by advanced late bilinguals
had the identical cortical representations for both L1 and L2 and similar to those of
native speakers. This might suggest that the same brain areas hold the responsibility for
operation of both L1 and L2 systems in advanced language learners.

It has been generally agreed upon that puberty marks the end of the critical
period (as already mentioned in section 2.5. of this chapter) and the beginning of a
gradual loss of plasticity of the neural circuits, which Pallier et al. (2003) referred to as
the ‘crystallization hypothesis’. The main premise of the hypothesis in question is that
the later a second language is learnt the greater the difference between the cortical
representations of L1 and L2 in the brain. At the same time, it is assumed that L1
exposure leaves a long-lasting imprint in the neural circuits even when the L2 speaker
completely ceases to use it.

The brain’s capability of ‘rewiring’ itself during puberty was proved by Hubel
and Wiesel (1962). In an experiment on a Kitten whose one eye was sewn shut, they
discovered that when the part of the vision area in the brain stopped receiving
stimulation from one eye, the brain area so far responsible for processing input from the
shut eye started to process input from the open eye instead. The experimental kitten
remained blind in the eye for the rest of its life which was taken as a definite proof that
the brain’s plasticity ends at the same time as puberty begins. The beginnings of 21%
century have seen further advancement in neuro-linguistics thanks to Merzenich,
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Grajski, Jenkins, Recanzone and Peterson’s (1991) discovery that brain retains its
plasticity, i.e. ability to ‘re-wire’ into adulthood. Merzenich is known for conducting a
series of neurological experiments on monkeys which made him conclude that there are
two stages of brain plasticity: the early one happening before the critical period and the
late one taking place throughout human existence (Doidge, 2007). However, late brain
plasticity is highly selective and dependent on the significance of input received. It is
also competitive, which means that neurological connections that are no longer used are
taken over to process other data. As Vetulani (2001) explains, learning a new skill
entails reorganisation of cortical maps due to changes at the synaptic level which
happen at the cost of other cortical maps’ shrinkage. If the occurrence of changes in two
given neurons, located before and after the synaptic connection, is sufficiently frequent
the plastic change is highly feasible. In other words, strengthening the connection
between given neurons results in weakening the old connections between other neurons
(Pycha, 2000). From this perspective, brain circuitry is plastic and conducive to change;
as the new material is learnt other information may become blurred or even inaccessible
due to reorganisation of synaptic pathways.

Applying those discoveries into the FL/L2 context it now becomes clearer that
difficulty learning FL/L2 may not result from the fixed assignment of bodily functions
to brain areas but it is caused by L1 domination and growing numbers of neural
connections that control it (Doidge, 2007). It seems logical to assume that some of those
connections may again ‘attrite’ as newly developing FL/L2 requires a larger number of
synaptic connections. This perspective gives quite a plausible explanation of L1 attrition
under intensive FL instruction.

2.7.Neurobiology of affect

The neurological source of emotion centres in an almond shaped limbic structure
called amygdala. Amygdala is involved in the appraisal of the feelings of fear when
being threatened as well as pleasantness when it does not register a stimulus as harmful
(Goleman, 1995). It is the birthplace of charm attached to and pleasure invoked by one
language code rather than the other. For instance, the term ‘researcher’ may be found
untranslatable in circumstances when its Polish translation of ‘badacz’ is perceived as
inaccurate and lacking some of the assets that ‘researcher’ contains (Otwinowska-
Kasztelanic, 2006, p. 243).

Schumann (1997) explains affective motivation to learn as consisting of
homeostatic and sociostatic regulations. The former one describes the natural biological
propensity to seek food, warmth or coolness and to know the environment by naming
and categorizing its elements. The latter one refers to the inherited behaviour to seek
societal affiliation and attachment. The state of pleasure may be derived from feelings
of self-realization, enhanced self-esteem or sheer passion for achieving the target. The
outcome of the homeostatic and sociostatic behaviour constitutes the system of somatic
value. That system is not inherited but rather developed in the course of various life
experiences.

Now when distances are easily overcome by convenient means of transport and
people’s mobile lifestyles, the pressure on FL development is much greater. Emotional
attitudes still play an important role: the type of emotional load attached to language
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may both foster and hamper its development and maintenance, and in extreme,
unfavourable conditions contribute to language loss (cf. Aitchison, 1991; Pavlenko
2002, 2003; Hawkins, 2005).

3. Individual factors in L1 change
3.1. Self-esteem

Maslow (1970) placed self-esteem at the top of his hierarchy of needs and
assumed that its satisfaction leads to self-actualization. Self-esteem is a product of
social exchanges between the members of the society. According to Baileys (1983), it is
a picture of oneself as a language speaker and, as a consequence, the measure of self-
acceptance derived from the interpersonal linguistic interaction between self and others.
Self-evaluation may play a crucial role in the mother tongue change under FL
influences as the need for affirmation might be addressed by purposeful allowing
linguistic influences from other foreign/second language system(s) to advocate of one’s
multilingualism and intellect. Self-esteem may be realized in written and spoken
performance, e.g. by application of a fast growing number of English borrowing.
Substantially, a great deal of those borrowing transfers stem from the lack of proper
equivalents. There are certain contexts, such as sport, politics and mass media, in which
speakers/writers employ English terms in place of their native synonyms (‘futbol’,
‘drybling’, ‘presing’, ‘ofsajt’, ‘wizytowac¢’ [to come with a friendly visit], ‘lunch’,
‘celebryta’, “gifty’, ‘charmsy’, ‘dromstiki’ are only few examples of English words that
entered the Polish lexicon). Many of them are technical terms or internationalisms used
for convenience. Many other borrowed terms, however, are used to gain prestige and to
earn acclaim of oneself. Therefore, as Bartminski (2001) concludes, the modern Polish
prefer to go for ‘lunch’ rather than ‘obiad’. Self-esteem appears to be a crucial factor in
individual language learning as it propels motivation.

3.2. Motivation

Motivation has been described as the internal need or willingness to perform
effort in pursuit of a certain goal. It is considered as much an essential factor as external,
biological conditions for language development (Dornyei, 2001). Motivation in
behaviouristic terms is merely anticipation of a reward and reinforcement gained from
it. In the cognitive view, motivation links with satisfying certain cognitive needs of
exploration, manipulation, activity, stimulation, knowledge and ego enhancement
(Ausubel, 1968, pp. 368-379). Eventually, the constructivist approach relates motivation
to individual decisions which are influenced by the social context (Williams and
Burden, 1997, p. 120).

In the discussion on motivation it would be impossible not to mention the most
widely spread, Gardner and Lambert’s (1972) dichotomy of instrumental and integrative
motivation. The former, employed for instrumental goals, concerns motives such as
better career opportunities. The latter, is activated for social assimilation. It would be
extremely demanding to state the superiority of one type of motivation over the other. It
is rather the matter of their intensity. The two orientations have traditionally been
described in isolation and juxtaposed. However, it must not escape notice that the
current reality for a number of Polish individuals requires a combination of both. 21%
century saw a large number of the young generation leading immigrant lives in the
English speaking communities. Driven instrumentally by the temptation of better social
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conditions, they are required to make daily choices between integrating with the local
communities and accepting the position of second class citizens.

According to Pfeiffer (2001, p. 111), the above approaches only partially account for
what language motivation entails. He distinguishes between emotional-affective aspect of
motivation, social dimension and historical-social aspect. Szatek (1992, p. 93) presented
motivation in a hierarchical structure: the primary motivation addresses the most
elementary needs of human existence, e.g. L1 acquisition, whereas the secondary
motivation is less intense and accompanies development of additional languages and skills.

Speaking in terms of the motivation to maintain language, Brown (2000, p. 166)
proposes to distinguish between four different motivation types:

- Intrinsic-integrative motivation is an internal propensity to maintain
language and be an indistinguishable member of the community,

- Intrinsic-instrumental dichotomy refers to the learner’s intrinsic aim to
maintain a good measure of language skills for some instrumental purposes,

- Extrinsic-integrative motivation entails an external power enforcing
language maintenance for integrative goals (for instance parents of children
who emigrated or were born in an L2 environment insisting on their children
to sustain L1),

- Extrinsic-instrumental dichotomy makes language maintenance dependent
on external variables and instrumental targets (for instance in professional
contexts to attract new clients).

Motivation certainly plays an important part in both language development and
maintenance, however, not so much its type but its quality influences the language
growth.

4. Summary

This chapter provided a brief review of issues connected with language
development, maintenance and change. After the completion of the Piageatan stage of
formal operations, the potential for learning increases due to the ability of abstract
reasoning: constructing elaborate theories and testing them. Language learning becomes
conscious and form focused as there is a strong need for data systematization.
Affectivity may only add to that need. At the same time, the brain’s potential to form
new neural pathways is maintained, however, FL/L2 development is more strenuous
because of L1 dominance both in L1 user’s daily activities and brain circuitry.

Finally, it is compelling to note that observations of language nature and theories
about it in the fields of linguistics and psychology correspond to the relatively recent
neurological discoveries about language. For instance, Ausubel’s (1968) claim that
meaningfulness is essential in learning and Ddrnyei’s (2001) emphasis on the role of
motivation receive some confirmation in the findings about the neurology of affect.
Merzenich’s et al. (1991) finding about the adult brain plasticity is especially important
in this work because it elucidates that the mature brain has the potential to rewire itself
under certain circumstances, i.e. language change is neurologically viable in conditions
conducive to it.
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Chapter II

Dynamics of a bilingual system

1. Introduction

In the previous chapter the primary focus was placed on theories of language
development, maintenance and change. This chapter investigates the dynamics of the
developed bilingual systems in linguistic terms and with special regard to L1
deterioration under the influence of another language system.

The contemporary Polish language has absorbed a vast number of borrowing
transfer whose primary or secondary source is the English language. The technological
advancement and freedom in the fields of personal views, art trends and foremost
speech have contributed to the spur of foreign, especially English, expressions in Polish.
Bartminski (2001) points to the fact that on the one hand, the linguistic canon of the
Polish language has been permanently questioned in fighting for freedom of expression.
On the other hand, however, it ‘suffers from erosion, fading and blurring in the situation
of educational crisis and illiteracy spreading among the society (the young generation in
particular)’ (Bartminski, 2001, p. 16)." The influence of the English language, which
initially marked its presence in the areas of science and technology, currently affects
other fields. Bajerowa (2001, p. 45) notices that the modern Polish language has to
compete with English in certain areas of science and culture, which is caused by the fact
that foreign terminology is strongly associated with prestige. The change of Polish
under the influence of English, knowledge of which is taken for granted on personal and
professional grounds, is feasible and unavoidable.

Language evolution has always entailed some absorption of foreign items,
especially those concerned with technology and science. According to Markowski and
Puzynina (2001, p. 56), the number of international terminology has been rising in all
languages in the world, constituting an element of unification of cultures and as such
should be allowed to a certain degree. In their opinion, FL elements enrich L1, and
redundancy of terminology is desired in any language system. However, too extensive
introduction of internationalisms is not a desirable process either. After all, the primary
language function is communicative and too many transfers may disturb or completely
block the message comprehension and, as a result, fail to fulfil its elementary role.
Linguistic innovations should be treated with a dose of criticism for yet another
argument. Language system developed over centuries, shaped by history and culture is a
unique element of the national heritage. In this sense, ‘it obliges and it should not be
ruined or altered either by interference of dilettantes and prospectors of cheap effects or
by inertia and intellectual idleness’ (Markowski and Puzynina, 2001, p. 55).> Language,
being the integral part of the national identity, should not be freely substituted with FL
structures for reasons, such as gaining prestige and for other reasons, such as mental
laziness or carelessness.

! Translation: mine.
2 Translation: mine
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To begin the discussion on a change in a bilingual system, it is necessary to look
into the situation in which at least two language systems come in contact at the
individual and societal levels. This chapter also aims at formulating a definition of
language attrition in the context of intensive exposure to FL as a departing point for
research on L1 erosion in an L1 setting.

2. Bilinguality

In the past, some considered bilinguality an abnormal state of mind similar to
split personalities and schizophrenia. However, half a century ago Peal and Lambert
(1962) found that bilinguals prove better in verbal and non-verbal intelligences than
monolinguals. That indicated that their concept formation and mental flexibility were
enhanced. Nowadays, the knowledge of two systems is believed to facilitate
organization of thought, raise awareness of a language system as one of many language
systems, boost awareness of linguistic choices and enhance information processing
control (e.g. Hamers and Blanc, 1989, p. 47). Bilinguals are reported to exceed
monolinguals in analytic processing of verbal input, creativity, awareness of language
arbitrary nature and detecting syntactic ambiguity. They are also believed to have a
more profound ability to reflect on language and to be better at problem solving tasks
(Cook, 1992).

The definition of bilinguality is not unanimous among researchers. Linguistically
speaking, a bilingual person possesses generally unspecified knowledge of two
language systems (Czykwin and Misiejuk, 2002, p. 94). However, such a definition
does not serve a satisfactory explanation. It is essential to specify the level of linguistic
knowledge that an individual needs to attain in order to be described as bilingual. For
Bloomfield (1984, p. 56) a bilingual person possesses the native-like competence in
both languages. Such a person is also called a balanced bilingual or ambilingual.
However, it has become common knowledge that balanced bilinguality is a rare
phenomenon and requires consistent strain to maintain and develop the two systems
equally well. It is also more reasonable to assume that two languages in a bilingual mind
are used differently for different contexts and in different ways rather than to the same,
native-like, extent. In fact, the term ‘native-like’ is also obscure. It may be argued
whether it refers to the advanced levels of control over the four language skills, such as
listening, reading, speaking and writing, or to the tacit (in Chomskyan terms) language
competence, such as that acquired from early childhood. Davies (2003, p. 78) goes
further in this claim and emphasizes that the term native-speaker is too often taken for
granted. After all, some native speakers never fully develop their mother tongue and
should be referred to as semilinguals (as opposed to linguals).

Understanding of dimensions of bilinguality which will be followed in this work
was constructed by Hamers and Blanc (1989) at the end of 20" century. In Hamers and
Blanc’s framework, bilinguality is considered from different perspectives as a
multidimensional term, which is shown in Table 1.
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Table 1. Dimensions of bilinguality according to different variables

Competence in both languages Balanced biliguality
Dominant bilinguality
Compound biliguality
Coordinate bilinguality
Childhood bilinguality

a) simultaneous

b) consecutive

Adolescent biliguality
Adult bilinguality
Endogenous bilinguality
Exogenous bilinguality
Additive bilingualism
Subtractive bilinguality
Bicultural bilinguality

L1 monocultural bilinguality
L2 acculturated bilinguality
Deculturated bilinguality

Source: Bilinguality and bilingualism (p. 9), J.F., Hamers and M. H. A., Blanc, 1989, Cambridge:
Cambridge University Press.

Cognitive organization
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Age of acquisition

Presence of L2 community in environment

Relative status of the two languages

Group membership and cultural identity
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According to the level of attained competence, bilinguality may be divided into
balanced and dominant. The term balanced bilinguality, as mentioned earlier, is often
referred to the state of equilibrium reached between the levels of competence in two
languages. Dominant bilinguality is related to the state in which the level of attained
competence in one language is superior to the level of attained competence in the other.
It is typically the mother tongue that develops the patterns of dominance over the
subsequently learned tongues in the case of post puberty learners. In terms of the mental
representation and organization of bilinguality, the general distinction is made between
compound and coordinate bilinguality. The former one presupposes the existence of
what Kecskes and Papp (2003) refer to as the common underlying conceptual base
(CUCB), i.e. a unitary system of concepts for both languages. Coordinate bilinguality
consists of two separate systems of semantic representation with corresponding
equivalents. Depending on whether languages were acquired simultaneously through
unfocused language practice (for instance in a mixed language family) or consecutively,
i.e. after the primary L1 principles were mastered, bilinguality may be simultaneous or
consecutive. Consecutive childhood bilinguality is rather informal but may possess
some traits of intentional learning, for instance, with the aid of the multimedia
programmes. Adolescent and adult bilinguality are usually formal and form focused.
Another distinction has been drawn between endogenous bilinguality in the presence of
L2 community and exogenous bilinguality without the presence of L2 community, e.g.
official L2 languages. Finally, the degree of perception of social prestige is essential in
the development of additive or subtractive bilinguality. The former usually takes place
in simultaneous and consecutive L1 and L2 acquisition. This kind of bilinguality is
based on the premise that the learner has developed cognitive function of language in
L1 and is able to exploit it in establishing the second language system in the context in
which both languages are equally valorised. In circumstances of low perception of L1
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social prestige, L1 skills may remain underdeveloped before schooling and the cognitive
function of language is addressed in L2 only. In such a case, the subtractive type of
bilinguality may develop. Last but not least, in terms of group membership and cultural
identity, the difference is made between: bicultural bilinguality, which involves
acceptance of both cultures and their equal valorisation by their members, L1
monocultural biliguality, which means renouncing one culture in favour of the other, L2
acculturated bilinguality, which denotes rejecting the mother tongue culture in favour of
the second language culture and deculturated bilinguality, which takes place when the
L1 culture is rejected, however, the target language culture is not fully adopted.

The presented dimensions may be interrelated and interdependent to varying
degrees, thus making bilinguality a truly intricate state. For instance, age of language
acquisition of a bilingual has impact on cognitive organization, level of language
competence and the degree of acculturation. Additionally, presence of L2 speech
community may influence both age of language development and level of competence.
So understood bilinguality is an extremely complex concept.

2.1.Bilingual identity

There have been attempts to explain identity from the position of psychological
theories as the concept of oneself built on the basis of differences that distinguish the
person from other people. In the light of social sciences, the term ‘identity’ has been
explained as the sense of belonging to a particular nation, group, subgroup, gender, etc.
and from where one’s self esteem is derived. In the process of identity construction
language is considered to be the core and integral part (Czykwin and Misiejuk, 2002, p.
71). It is believed that bilingual speakers build their identity under the influence of two
languages and their cultures. As Hamers and Blanc (1989, p. 121) point out, it is a
reciprocal process in which bilinguality leaves an imprint on identity, which in turn has
an impact on the bilingual development.

The question is whether such changes in bilingual identity are connected with the
level of bilingual proficiency. For Beardsmore (1982) the advanced level of L2 marks
the beginnings of L2 cultural competence. The quality of this language-related process
of identity building must also depend on the type of learning context and in the case of
naturalistic setting — on the target community. Pavlenko (2002) suggests that choices of
belonging to a particular L2 group frequently do not depend on L2 learners themselves
but on the particular target community and their attitudes toward bilinguals. After all,
developing cultural competence does not necessarily mean facing completely new
behaviour for a number of cultural norms are widely spread across communities.
Pavlenko remarks that no amount of positive attitude and motivation on the part of an
L2 acquirer can overcome racism, stereotyping and lack of social dialogue from the
target group.

Acquiring FL culture in a FL context certainly differs in qualitative aspects and is
more selective. Learners may choose, for example, the most appealing or compatible
elements of FL culture. For instance, wishes: ‘Have a nice weekend’ have already been
well integrated in the Polish politeness formulas although some people born in 1950s
recall how weird they initially sounded. In the same vein, the Valentine’s Day has
become a Polish festival, too (acutely criticized by cultural purists). However,
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Halloween, although attractive to young generation, has been found socially
unacceptable and too interfering with the native solemnity of celebrations.

Finally, it must be emphasized that it is rather impossible to know the hierarchy
of values, lifestyle, patterns of behaviour and thinking relying solely on language course
books. They may additionally provide stereotypical content following the policy of
presenting the country in the possibly best, but unfortunately, subjective light. Thus, a
FL learner may be richer in knowledge about FL culture and even contribute to
importing some FL elements into one’s own culture but usually has no such opportunity
to immerse in it. Nevertheless, cross-cultural awareness helps to draw a sharper picture
of oneself.

2.2.Bilingual language modes

Languages in a bilingual mind may be activated to varying degrees. Language
activated at the level of conceptualisation may be different from language activated at
the level of formulating a message and still vary from the language activated during
message production (Gabrys-Barker, 2005, p. 121). This ‘state of activation of the
bilingual’s languages and language processing mechanisms, at a given point in time’
(Grosjean, 2001, p. 2) has been defined as language mode. The mode may be
monolingual when only one language is chosen for information processing or bilingual
when the language user fluctuates between two languages, activating and deactivating
them interchangeably. The choice of mode depends on the context and interlocutors’
language competence. If participants of a speaking event share the same knowledge of
languages, language mode activation may fluctuate between monolingual and bilingual.
Grosjean illustrates the language mode continuum with the diagram in Figure 1.

LANGUAGE A
(base language)

MONOLINGUAL BILINGUAL
LANGUAGE = LANGUAGE
MODE VIODE

LANGUAGE B

Figure 1. Language mode continuum.

Source: “The bilingual’s language modes”’, F. Grosjean, 2001, p. 3. In: J. L. Nicol (ed.), One mind, two
languages: bilingual language processing,. Oxford: Blackwell.

In this diagram, the base language (language A) remains permanently in a state of
activation which is indicated by black colour in the squares. At the levels of production
and perception a bilingual may remain in the monolingual mode when the interlocutor is
a monolingual user. In such a case language B becomes completely deactivated which is
illustrated by the discontinuous lines. At this level of monolingual mode the language
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which is not being processed is referred to as ‘inhibited’ (e.g. Green, 1998),
‘deactivated’ (e.g. Grosjean, 2001, p. 6) or ‘dormant’ (e.g. Gabrys-Barker, 2005, p. 122).

The monolingual processing situation prevents interferences and changing of the
base language. In the intermediate mode, if the interlocutor has, for instance, a limited
proficiency in language B, it is only partially activated. As concerns proficient bilingual
communication, the two language modes are both activated, however, to slightly
different extents, i.e. with greater activation of language A as the main processing
language. Bilinguals are assumed to adopt the base language first and incorporate FL
elements, i.e. the guest language elements, such as code-switching and borrowing
whenever needed. The extent to which L1 behaviour is affected by the FL mode
depends on variables such as the amount of received FL input and produced FL output,
amount of alternating between languages, ease with which both languages are processed
and the frequency with which the base L1 is changed for FL (Grosjean, 2001, p. 6). As
observed by Gabrys-Barker (2005, p. 122), activation of the particular language mode
may be either intentional or unintentional. Intentional activation takes place whenever
the speaker perceives the language code as more emphatic or facilitative medium of
conveying the particular piece of information. Unintentional activations are done
automatically and may not be explained in terms of reasons for the language choice.
Bilinguals may also consciously activate the bilingual mode for perception when they
expect the message to contain elements of both languages.

The discussion of language modes is essential in understanding various cross-
linguistic phenomena in L1 production. As claimed by Grosjean (2001, p. 14), a failure
to recognize the language mode makes it hardly possible to draw a clear line between
interferences, which occur in a monolingual mode and other forms of language mixing,
which are typical of the bilingual mode. It is possible that in the bilingual mode the
guest language never reaches the same levels of activation as the base language and that
the dormant language in the monolingual mode is never fully deactivated. Thus, it is just
another window on why patterns of L1 use change and why L1 may exhibit signs of
decline.

2.3. The competence of a bilingual user

Internalization of implicit and explicit language rules into an organized system is
generally referred to as competence. Chomskyan understanding of competence places
emphasis on the tacit knowledge of structures, which is not conducive to conscious
analysis. Such knowledge is unrestricted by memory limitations in the sense that the
speaker-hearer is able to produce and comprehend an infinite number of innovative
language constructions.

Competence is realized during performance, when a certain degree of deviation
from the language norm is possible without affecting the quality of underlying
competence. In the communicative orientation, Hymes (1972, cited in Herdina and
Jessner 2002, p. 31) sees competence as not merely knowledge about language but also
the ability to use this knowledge in discourse for negotiation of meaning. So perceived
competence equips a language user with skills to initiate, sustain and terminate
communication appropriately. Canale and Swain (1980) have added a sociolinguistic
dimension in which competence consists of the knowledge of the socio-cultural norms
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governing language use and strategic dimension which covers verbal and non-verbal
communication strategies, such as self-repairs, paraphrases, hesitations, repetitions,
guessing, etc. Some recent studies suggest changes in the mental functioning of
bilinguals. At a certain level of proficiency, Kecskes and Papp (2003, p. 249) propose
the operation of the Common Underlying Conceptual Base (CUCB), which is a sort of

a mental ‘box’ comprising knowledge about languages and concomitant concepts,
which are either language and culture neutral or language and culture specific. CUCB
plays a role in confronting new information with the existing socio-cultural knowledge
and contributes to formation of socio-cultural background knowledge (Kecskes and
Papp, 2003). A bilingual user with the developed CUCB benefits twice in terms of
information processing skills and educational attainment that may be nurtured through
both language channels.

In the discussion on bilingual competence, the central focus is often placed on
the relationship between the knowledge of language rules and performance errors. In the
area of studies on bilingual competence a vital question is whether the established L1
knowledge is susceptible to permanent restructuring or only temporary forgetting.
Measuring competence is quite demanding as on-line L1 processing does not simply
translate into competence (Sharwood Smith and Van Buren, 1991). The processing
difficulties are known to exert negative influence on language production while the
underlying knowledge may actually stay intact. Language errors clearly imply
disturbances at the level of language control and language access but they do not
necessarily stand for the deterioration of L1 knowledge. Errors may also be the result of
the, so called, ‘imperfect learning’ of the mother tongue, which may also be an outcome
of regional language use. Performance, however, becomes input which is then the basis
for competence formation (Sharwood Smith and Van Buren, 1991, p. 19). Competence
and performance are thus interrelated and it would hardly be possible to measure
language competence without investigating on-line processing. Sharwood Smith and
van Buren (1991) suggest that language change, especially one that involves a certain
measure of linguistic loss, occurs at both levels of competence and performance. The
major reason for attrition of competence is seen in the lack of language input and
language non-use. For instance, in the study of Russian L2 users of English carried out
by Pavlenko (2003), the participants were in the circumstances of limited or none L1
input since late childhood and early adulthood. That had a negative effect on their L1
grammar (in particular tense, rules, prepositional choice and lexis) which was
manifested in loan translation, semantic extension and retrieval difficulties. Thus, it
seems sensible to state that competence vulnerability is triggered when language users
are deprived of language input.

2.4. Multicompetence

To emphasize learner possession of multiple language competences, the term
‘multicompetence’ was introduced. Multicompetence has been defined as a unique state
of mind in its own right (cf. Cook, 1992, 2003; Herdina and Jessner, 2002; Schmid,
2004) and according to Cook (1992) it begins ‘when the user’s grammar starts to
differentiate between parameter settings for L1 and L2’ (Cook, 1992, p. 581). Cook
(2003, p. 2) states that since languages co-exist within the same mind, they must
constitute ‘a language super-system’. It is the system which manages the processing of
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languages, i.e. switching between the codes, conceptual domains, different phonological
systems, grammars, etc. In that sense multicompetence stands for a much different
system from that of a monolingual.

Referring the notion of multilicompetence to the FL context, it might be
hypothesised that in circumstances of intense, high quality instruction, there may be
three stages of linguistic development as presented in Table 2.

Table 2. Stages of multilingual development

Stage 1. Emerging bilingualism L1 —FL
Stage 2. Semilingualism L1 < FL
Stage 3. Multicompetence Unique system of L1 and FL

At the initial stage of emergence of the FL competence, a number of transfer
phenomena occur from L1 into FL. This is caused by learner reliance on the mother
tongue competence when acquiring new linguistic forms (Latkowska, 2006, p. 151) and
whenever the FL competence is insufficient. At the intermediate stage, enhanced and
still developing FL starts to encroach on L1 competence causing FL-driven transfers.
Some of the hypotheses about FL are still based on L1 knowledge and thus L1 — FL
transfers also occur. At the final stage, however, a different state of mind is reached. At
this stage the L2 user’s linguistic system becomes unique and is not a mere
approximation of a monolingual system (Cook, 2003). The final stage is characterised
by high levels of L1 and FL competence and metalinguistic awareness. The competing
linguistic data have been systematized, which does not mean that they are identical with
monolingual systems. In so defined multilingual development, deviances from L1 norm
are a natural developmental stage of becoming multilingual.

3. Languages in contact

Language change resulting from language contacts will sometimes be classified
as positive and at some other time as negative. Cook (2003, p. 12) has also pointed out
that some outcomes are neutral, i.e. neither positive nor negative and encompass salient
changes in the accent, pronunciation, style of conversation, etc. According to Cook,
neutral outcomes of languages in contact have double nature: negative whenever they
hinder successful task accomplishment and positive whenever they facilitate it. Since
the products of language contact situations form a broad field for investigation, the
focus will be placed on outcomes described as language attrition.

3.1. Defining L1 attrition

Gradual loss of accessibility of a language system is believed to be an outcome
of language non-use over time and lack of exposure (Gabrys-Barker, 2003, p. 109), but
also crosslinguistic interferences from other languages which are being developed
(Sharwood Smith and Van Buren, 1991). As any other type of knowledge, the language
knowledge competes for the memory space and, if not activated, is subject to the
processes of erosion and inaccessibility. For instance, De Bot and Hulsen (2002) report:
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Fifteen years of language attrition research in various countries all over
the world have made it clear that the real picture is rather different:
neither first languages nor second languages are immune to loss. With
non-use they fade, and though they keep their place in our memory
system, they become less accessible up to the point where the knowledge
has sunk beyond reach and is for practical purposes lost. (De Bot and
Hulsen, 2002, p. 253)

De Bot and Hulsen’s definition of language attrition includes a contact linguistic
perspective and is identified as language loss. But there have also been attempts to
define attrition from the perspectives of sociolinguistics and psycholinguistics. During
the first decade of 1980s, language attrition was described as a loss of language or its
elements, which was perceived as either an individual, political or social phenomenon
(Lambert and Freed, 1982). According to Yagmur (2004) those different perspectives
and their different methodologies have led to inconsistencies in the definition of
language attrition itself and related terminology, such as language shift and language
loss.

In literature on the subject, the two terms, i.e. language attrition and language
loss, have frequently been used interchangeably. For De Bot and Hulsen (2002, p. 254)
language loss is an umbrella term for two related concepts of intergenerational L1 loss
referred to as language shift and intragenerational, i.e. individual, language loss defined
as attrition. These relationships are illustrated in Figure 2. In a similar vein, Yagmur
(2004) defines language shift as societal loss, which is the progressive loss of language
skills by successive generations within a community in which the number of domains
for L1 use dwindles. The first immigrant generation passes on the already attenuated,
I.e. attrited, linguistic system to the second generation. The incomplete system which is
acquired by the second generation undergoes further attrition and such a reduced
language system is again transmitted to successive generations until it eventually dies.
L1 is believed to be lost within three or four generations in a contact situation with the
language of ethnic majority. Yagmur also defines attrition as individual loss over time

in language contact situations.

Language loss

Intergenerational Intragenerational/Individual
Shift Attrition
L1 L1/L2

Figure 2. Typology of language loss.

Source: “Language attrition: tests, self-assessment and perceptions”, K. De Bot, M. Hulsen, 2002,
p. 255. In: V. Cook (ed.), Portraits of the L2 user. Clevdon: Multilingual Matters.
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Porte (2003, p. 103) adopts a definition of attrition which identifies four types of
language attrition according to the context:

- L1 attrition in an L1 environment (originally related to pathological loss and
extended to non-pathological processes, such as, e.g. dialect death),

- L1 attrition in an L2 environment (usually concerns migrant communities and
losing their mother tongue competence under L2 influence, it also includes
dialect loss),

- L2 attrition in an L1 context (refers to FL loss in particular but also to L2 loss
caused by reasons such as re-emigration),

- L2 attrition in an L2 context (associated with memory decline related to age).

From the sociocultural perspective, language attrition may be an outcome of
imperfect learning and extra-linguistic factors. Pavlenko and Lantolf (2000 cited in De
Bot and Hulsen, 2002, p. 257) point out that languages are not lost in isolation but in
contact situations and that L1 loss in an L2 environment often entails emergence of a
new identity attenuated to the new context. In that new context, switching of the inner
voice from L1 to L2 marks the change in the self-concept.

In the psycholinguistic view, language attrition refers to temporary unavailability
of language items or difficulty in their retrieval rather than genuine language loss.
Andersen (1982) claimed that individual language loss should be associated with L1
forgetting along the progressive decline in its use exhibited by a range of paralinguistic
features, such as frequent hesitations, false starts, self-repairs, pauses, etc.

Herdina and Jessner (2002, p. 91) relate the process of attrition to the amount of
effort and time spent on ‘refreshing the knowledge of an L2 or L3’. Similarly, Yagmur
(2004, p. 136) defines individual language attrition as ‘the gradual loss of competence
in a given language’ due to lack of language use over time. Re-establishing the ties with
the forgotten language may lead to its rapid regain. This, as claimed by Harley (1994, p.
691, cited in Herdina and Jessner, 2002, p. 98), should be regarded as ultimate evidence
that languages attrite in the sense that they are not completely removed from the
memory but lost ‘retrievably’. Gabrys$-Barker (2003) supports this stance describing
language attrition as a temporary language loss, being the result of de-stabilisation, de-
learning and backsliding. While language loss denotes an irreversible, i.e. permanent
process of losing language items (Gabrys-Barker, 2003), language attrition refers to the
decreased language skills as a result of overusing some areas of the language system
(Wysocka, 1999). Table 3 presents various definitions of language attrition.
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Table 3. Definitions of language attrition

Lambert, R.D.
& Freed, B.F.
(1982, p. 1)

Language Attrition may refer to the loss of any language or any
portion of a language by an individual or speech community. It may
refer to the declining use of mother tongue skills by those in bilingual
situations or among ethnic minorities in (some) language contact
situations where one language, for political or social reasons, comes
to replace another.

Scharwood
Smith, M.
(1994, p. 195)

Another name for language loss, i.e. when learner’s competence or
control in a given L1 or L2 undergoes change which may be seen
principally as a reduction of knowledge and/or skill and not just as
one process in developing towards the language norms; divergence
from the norms of the language when the learner no longer uses the
language either receptively or productively (often while acquiring a
new language).

Latkowska, J.

The dismantling and reordering of the primary language in a contact

(1998) situation with another language.

Seliger, H. The loss of aspects of previously fully acquired primary language
(1999, p. 605) resulting from the acquisition of another language.

Wysocka, M. Diminished linguistic skills as a result of overuse of certain elements
(1999, p. 425) of the language system.

Jessner, U. Incomplete or insufficient language proficiency (...), seen as a gradual
(2003, p. 237) process of decay is to be observed in all forms of language learning.
Gross, S. L1 attrition is the restructuring of the L1 linguistic system according

(2004, p. 284)

to L2 patterns under the psycholinguistic pressures of bilingualism.
However, L1 attrition may also be internally induced in the sense that
some changes are motivated by universal strategies based on
markedness, for example. L1 attrition is distinguished from language
shift in that attrition is intragenerational, whereas language shift is
intergenerational.

Paradis, M.
(2004, p. 28)

Attrition is the result of long-term lack of stimulation. Intensive
use/exposure to one of the languages in a bilingual environment leads
to a lower activation threshold for that language (i.e., it requires
fewer resources), even in early, fluent, behaviourally balanced
bilinguals.

Pavlenko, A.
(2004, p. 27)

Loss of some L1 elements, seen in inability to produce, perceive, or
recognize particular rules, lexical items, concepts, or categorical
distinctions due to L2 influence.

Schmid, M.S.
& Kopke, B.
(2009, p. 210)

A change in the native language system of the bilingual who is
acquiring and using a second language (L2). This change may lead to
a variety of phenomena within the L1 system, among which are
interferences from the L2 on all levels (phonetics, lexicon
morphosyntax, pragmatics), a simplification or impoverishment of the
L1, or insecurity on the part of speaker manifested by frequent
hesitations, self-repair or hedging strategies.

Bardovi-Harlig, K.

& Stringer, D.
(2010, p. 2)

Language attrition may refer to loss of language as a result of contact
with majority languages, loss of language by communities, or loss of
language by individuals in both pathological and nonpathological
settings.
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The definition accepted for the purposes of this book distinguishes between
language loss as a permanent state and attrition as a temporary state (as proposed by
Wysocka, 1999 and Gabrys-Barker, 2003). Attrition is approached as a psycholinguistic
phenomenon and a deviant product of languages in contact in the L1 setting. Language
deviation, transfer, overuse and other linguistic disorders which stand in opposition to
the L1 norm are regarded as symptomatic of L1 attrition.

3.2. The theoretical framework of language attrition

Investigating L1 attrition may not take place without the overview of the most
influential hypotheses and theories accounting for it.

One of the most influential hypotheses is ‘Fossilization hypothesis’, according to
which, before the L1 regression processes commence the language system ‘freezes’, i.e.
stops progressing. Selinker (1972) used the term fossilization to refer to the final stage
of L2 attainment which was characterized as non-progression of structures ‘despite
continuous exposure to input’ (Selinker, 1992, p. 257) and ‘language incompleteness’
(Schachter, 1990, p. 99). Fossilization has been considered a result of repeated input and
limited language exposure (Sharwood Smith, 1994). The circumstances in which an L1
may fossilize, i.e. may fall into the state of permanent non-progression, involve the lack
of exposure to the model L1 and foreign language influences which interfere with the
standard L1 (Wysocka, 2009).

Another hypothesis, ‘The Regression Hypothesis’, was originally proposed to
account for pathological language loss in aphasic patients and, according to De Bot and
Weltens (1991), dates back to Ribot (1883) who concluded that the order of multi-
language acquisition was mirrored in aphasic language loss. The hypothesis was then
developed with reference to aphasic attrition of phonology by Jakobson (1941). Finally,
since it became evident that the hypothesis was not valid for aphasic language disorders
because they rather depended on external forces connected with the kind of brain injury,
the idea was transferred to the field of non-pathological language loss. However, its
validity in the research on L1 attrition has also been challenged. First of all, according
to Bardovi-Harlig and Stringer (2010), the sequence of innate linguistic acquisition may
be irregular once the abstract language principles are internalized. Secondly, the studies
on regression hypothesis did not confirm it empirically, i.e. stages of attrition did not
correspond to any known stages of acquisition (Bardovi-Harlig and Stringer, 2010).

An alternative for explaining language attrition in terms of regression has been
found in Eckman’s (1977) ‘Markedness Differential Hypothesis’. The theory
distinguishes between unmarked language items, i.e. items with a wider range of
distribution and core rules, and marked ones, i.e. such items which are more complex
and exceptional (Sharwood Smith, 1994). The preference of unmarked items over the
marked ones is regarded as a likely symptom of attrition. This likelihood has been
represented by the equation:

L2 (unmarked) and L1 (marked) — L1 (unmarked) (Seliger and VVago, 1991, p.13)

When a bilingual user chooses to replace a marked L1 feature with an unmarked
L2 feature, it may be described as an act of L1 attrition. For example, for Seliger and
Vago (1991), replacing marked dative alterations in L1 with unmarked prepositional
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phrases characteristic for L2 may be symptomatic of attrition. From this perspective,
attrition is language simplification in the course of which marked L1 patterns are
eliminated in favour of unmarked L2 structures.

In a neuro-linguistic view, a neuron must reach a certain activation level, referred
to as ‘activation threshold’ (Paradis, 2004), to produce a response. In circumstances of
high activation threshold, i.e. when many impulses are required, the language item
remains inactive. However, when the activation threshold is low, the language item may
be easily activated because a small number of impulses are required for its activation
(Paradis, 2004). It is assumed that in bilingual production, activating one of the
languages results in automatic rise of the activation threshold for other languages so as
to avoid interference. The ‘Activation Threshold Hypothesis’, according to Paradis, is
based on the premise that activation of linguistic representations depends on the
frequency and recency of their use. That is why some expressions are more available
than other in a given language.

Another hypothesis - the ‘Dormant Language Hypothesis’ — accounts for L1
attrition in terms of language inactivation rather than its complete loss (Crystal, 1997;
Bardovi-Harlig and Stringer, 2010). Crystal (1997) explains that usually only one
language is dominant whereas other languages remain dormant to varying degrees. The
unused language becomes dormant when it is difficult or impossible to recall
automatically. The dormant language can, however, be re-activated through re-learning
(Bardovi-Harlig and Stringer, 2010).

Finally, language attrition has been accounted for in the framework of the
‘Dynamic Model of Multilingualism’ (DMM) developed by Herdina and Jessner
(2002). In their model, the user’s languages are viewed holistically with features of one
language affecting the whole system. In DMM, multilingualism is ‘the command and/or
use of two or more languages by the respective speaker’ (p. 52) which is further
described as ‘2+n languages’. Multilingualism is seen as interconnected learner and
bilingual systems with ongoing changes in individual multilingual proficiency (Herdina
and Jessner, 2002, p. 53). The global system is like a living organism and is
characterized by ‘entropy’ (Herdina and Jessner, 2002, p. 81), i.e. randomness, mixing
and disorder which are naturally occuring symptoms in the course of the system’s
organisation. As such, the multilingual proficiency may not be compared to the
monolingual norm. Within DMM, maintaining and managing more than one language is
a challenge because of multidimensional interference effects. What is more, the system
tends to adapt to and provide for the constantly changing environment and changing
communicative requirements. In this sense, the multilingual system is dynamic. Non-
linearity, reversibility, complexity and change of quality all manifest the system’s
dynamics. In DMM, the growth of the system is similar to the sine curve, where the
beginnings of the system’s growth are slow, then the system’s growth accelerates and
finally remains at a stable level, i.e. reaches the state of equilibrium (Herdina and
Jessner, 2002, p. 100). Stable multilingualism is seen as ‘ambilingual balanced
bilingualism’ (Herdina and Jessner, 2002, p. 118). Language loss is seen as an adaptive
process in which the system is adapted to a situation of insufficient language
maintenance. In other words, the system starts to erode if insufficient maintenance effort
is invested in maintaining its stability. Jessner (2003) presents language attrition as a
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necessary stage in multilingual development, which occurs naturally in L2 development
as a result of interdependent language systems. Attrition of one language does not occur
in isolation but is closely related with acquisition and use of another language and is a
natural product of multilingual development. Time and maintenance play key roles in
shaping the quality of language recall. The more learning and recall are stretched in
time, the greater the difficulty during retrieval. Herdina and Jessner (2002, p. 96)
emphasize that attrition is rarely spectacular and hardly observable in early stages.

More recently, Schmid and Keijzer (2009) carried out a study on the
phenomenon of L1 reversion among the eldest (over 75 year-old) migrant speakers.
Their findings suggest that attrition mechanisms alleviate among the eldest group of
migrants (possibly due to regained contacts with L1 during retirement and returning to
memories from earlier decades of life in L1 context). Schmid and Keijzer’s study seems
to confirm that L1 reversion processes indeed operate among the eldest multilingual
speakers.

To sum up, all of the so far presented hypotheses add to the global understanding
of L1 attrition as a complex process of language change. During this process, L1
deterioration is generally seen as the result of strong L2/FL position. Language attrition
emerges as the product of constant ‘fight” between language systems for the amount of
activation and distribution. In the course of the mutual linguistic interferences a
bilingual user tends to economize the operation of language systems through their
simplification and reliance on unmarked language features. This evolves into a unique
multilingual system in which patterns of use for each of the languages vary from those
of a monolingual. This unique system as a whole is subject to further evolution.

3.3. Transfer-related symptoms of L1 attrition

One of the symptoms of L1 attrition are transfer phenomena. Language transfer
is an intriguing pscholinguistic and socioaffective notion involving mutual interactions
between the acquired languages. It is bipolar with positive and negative consequences
and bi-directional, i.e. interaction may be caused by L1 in L2 (L1—L2) or L2 in L1
(L2—L1). Transfer used to be considered a major factor responsible for hampering the
progress in the second language acquisition and it has been defined as an inappropriate
use of elements of one language as a result of implementing the rules and structures
governing other language(s) (e.g. Hamers and Blanc, 1989, p. 22; Kecskes and Papp,
2003, p. 251). Sharwood Smith (1983) argued that transfer is a ‘fundamental process in
[language] loss’ (p. 229). It is now a common belief that L1—L2 transfer is dominant in
the first phase of the L2/FL development when the level of L2/FL proficiency is
relatively low and learners rely on their knowledge of L1. The other type of transfer
L2—L1, also referred to as ‘backward’ or ‘reverse’ transfer (Cook, 2003, p. 1), is
characteristic of consecutive, i.e. more advanced phases of FL/L2 acquisition, when
learners have established a ‘Common Underlying Conceptual Base’ (CUBC)
responsible for the operation of conceptual level in more than one language (Kecskes
and Papp, 2003).
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Transfer, according to Kecskes and Papp, 2003, may be:

- linguistic (phonetic, lexical or structural implementation of L1 knowledge to
FL/L2),

and

- conceptual (pragmatic transfer of knowledge or skill acquired through the
means of one language system to another linguistic system developed by the learner).

The general distinction is made between positive transfer stemming from the
similarities in the areas of semantics, syntax, phonology, writing system, etc. and
negative transfer, i.e. interference. The former facilitate operation of language systems,
whereas the latter outcomes form a long list of linguistic deviances, which include:

- underproduction, i.e. a tendency to employ high frequency structures, avoiding
patterns which pose difficulty (cf. Odlin, 1989),

- overproduction, i.e. an excessive use of words as a consequence of taking a
descriptive approach to deal with avoidance of more direct (and perhaps more unique)
items (cf. Odlin, 1989),

- misinterpretation, i.e. failure to recognize words, sounds and structures and
their misunderstanding; misinterpretations may be both linguistic and cultural,

- calques, i.e. structural loans, literal translation of syntactic structures,

- stylistic deviation, i.e. an outcome of mediation of stylistic norms between
languages - cross-linguistic influence contributes to forming stylistically inappropriate
patterns and structures which are linguistically acceptable but stylistically awkward
(Sharwood Smith, 1983, p. 226),

- monostylism is a symptom of the stylistic recession (Dressler, 1991, p. 101).
The term refers to the reduction of the stylistic repertoire and reliance primarily on the
casual style even for formal domains. The language user’s style of speaking seems
‘narrow’ and inadequate for certain speech contexts,

- lexical borrowing, i.e. a lexical loan from another language, which is adjusted
in terms of morphology and pronunciation. Borrowing is an effective strategy of
language enrichment, especially when the native language system lacks certain
terminology. Hutz (2004, p. 195) calls them ‘necessary loanwords’ meaning that their
use is justified by non-existence of the same (e.g. culturally related) concepts in other
languages. However, excessive use of FL/L2 transfer affects the style and may be a sign
of L1 lexical inaccessibility. Pavlenko (2004, p. 50) claims that the use of borrowings
may be regarded as a sign of attrition when they continue to be chosen despite the
existence of their native equivalents,

- strategic borrowing is the use of an FL/L2 lexical item to fill the vocabulary
gap, also referred to as ‘lexical communication strategy’ (Odlin, 1989, p. 146),

- quotations are lexical borrowings which are not morphologically assimilated
but have retained the original form, e.g. ‘pop-art’, ‘fair play’, ‘leasing’. Zimnowoda
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(1998, p. 16) has labelled them quotations in contrast to ‘intrusions’, i.e. foreign
substitutes of the mother tongue equivalents which stand out,

- code switching, also known as ‘substitution’ (Odlin, 1989, p. 37), means mixing
elements of different languages and may be considered a type of transfer. Code mixing
may occur at the levels of lexis, syntax and semantics. Some of the borrowed lexical
items are adapted grammatically to the language of the speaker and are known as ‘loan
blending’ (Hamers and Blanc, 1989, pp. 35-36). The fact that code switching is a term
frequently mentioned in the literature on second and foreign language development and
bilingualism (e.g. Ellis, 1985; Odlin, 1989; Herdina and Jessner, 2002; King, 2006)
points to the role code mixing plays in the bilingual development. Code mixing is often
a result of inaccessibility of particular items in one language under the influence of
another language system. Finally, code switching may be simply a strategy in bilingual
interaction which fulfils communicative needs (Hamers and Blanc, 1989, p. 35). Users
of the same languages apply this strategy in interaction for different purposes, such as to
talk about issues to which they have access through more than one language,

- approximation is a lexical item or syntactic structure which approximates the
target form in terms of semantics and/or phonetics,

- semantic extension refers to acquiring a new aspect of meaning by the lexical
item, also described by Hutz (2004, pp. 198-199) as a ‘semantic transfer’. Hutz states
that radical increase of semantic transfers serves as evidence of the speaker’s gradual
conversion to the target language (TL) conceptual system. That, according to Hutz, is
not surprising because the word semantics is in general susceptible to change,

- semantic narrowing is the process of restricting the broader meaning of a lexical
item to the more specific one. The two processes of extension and narrowing may occur
in language production as individual variation or as a more systematic tendency in the
word longevity. It may occur that a single lexical item undergoes the process of
semantic narrowing and then semantic extension (and vice versa). Pavlenko (2004, p.
51) claims that at the level of individual language use semantic extensions (as in the
case of the Cuban verb ‘correr’ used metaphorically for running the office), and
semantic narrowings (such as reduction of a more permanent concept of the Russian
word ‘neschastlivaia’ to a temporary feeling identical with the English concept of
‘unhappy’) are indicative of language attrition.

Sporadic occurrence of one of the described symptoms should not be too
abruptly identified as language attrition. However, their re-occurrence in language
production might be the onset of linguistic or conceptual change.

3.4. Language maintenance

It has been mentioned that language practice plays an important part as a
preventive measure against attrition. It is now necessary to put into focus effort invested
in language maintenance. As previously mentioned, socio-affective attitudes, such as
perception of L1 prestige and self-esteem, may either promote or hinder investment of
cognitive effort in L1 sustenance, especially when it has to be split between two (or
more) languages. Rarely is this split even and as a consequence the patterns of language
domination are not the same.
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The type and amount of input are of equal importance. Sharwood Smith and Van
Buren (1991) speculate that language is maintained through the availability of the
‘positive evidence’, i.e. language data containing possible structures. Thus, L1 change
may not only be due to the lack of exposure to L1 or its non-use but also to the lack of
confirming linguistic evidence of what constitutes the L1 system.

The role of language maintenance in preventing L1 attrition has also been
mentioned by Herdina and Jessner (2002, p. 98) who claim that the language system’s
stability is dependent on a number of factors, such as language knowledge, proficiency,
age of acquisition and effort invested in its stabilization. The maintenance effort may be
of two types. First, it may be nurtured through the social context in which the language
is the means of meaning negotiation. Secondly, it may be intra-individual and take the
form of inwardly driven verification of own hypotheses about the language, e.g.
consulting dictionaries.

Finally, Jessner (2003) highlights that cognitive strain is required by the brain to
constantly participate in ‘matching and differentiation of two or more language systems’
(p. 241) whereas the simplification measures in the form of transfer may manifest
reduced cognitive effort which leads to L1 deterioration (Herdina and Jessner, 2002, p.
103).

4. Overview of studies on attrition

In various studies on L1 attrition, a number of data collection methods have been
devised and applied. Table 4 presents examples of attrition studies, their focus and
obtained results. The table lists studies on L1 attrition according to the type of language
activity in which participants were involved and also according to the findings.

Table 4. Overview of studies on attrition at the levels of production,
processing and perception

LEVEL | RESEARCH LANGUAGE | OBTAINED RESULTS RESEARCHER

FOCUS CONTEXT

- | Ayoungchild’s | L2 Syntactic loss. Ammerlaan
3 | use of pronouns. et.al. (2001)
)

g Lexical diversity | L2 Decreased degree of text Laufer (2003)
- in written sophistication.

© | expression.

Discourse L2 Differences in the use of Cenoz (2003)

Completion Task preparatory strategies and

(DCT) syntactic and lexical
downgraders.

Speaking tasks L2 Lexical confusions, Ben-Rafael
reductions, interferences, (2004)
repetitions, neologisms,
code-switching, syntactic
simplifications, omissions
and reductions.
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Longitudinal L2 Increase in the frequency of | Hutz (2004)
case study on the strategic loan words and
written semantic overextensions.
performance
- Language tasks L1 L1 attrition in competence Latkowska
8 management by and performance. (1998)
@ bilingual
o students
3 :
% Video retelling L2 Hesitations, code-switching, | Pavlenko
task. loan translation, shifting (2003)
from L1 to L2 conceptual
domains.
Static group L2 Decrease in language Yagmur (2004)
comparison. processing skills rather than
loss of relative clause
structures.
o Syntactic L2 Firm knowledge about what | Altenberg
| judgment task is grammatical; insecurity (1991)
@ about what is ungrammatical.
)
g A case study in L2 Acceptance of the majority Seliger (1991)
= | the field of word of wrong word order as
order judgment. correct.
Appropriateness’ | L2 A significant difference Laufer (2003)
judgment tasks. between the two groups was
found with the immigrant
group failing to recognize ca.
40% of wrong collocations.

The areas of investigation in those studies involved syntax, diversity of linguistic
means and on-line language processing. They were divided into three categories of
studies on attrition: language production, processing and perception. A number of
studies applied a set of tools measuring different language areas and for this reason the
presented categories may overlap.

In terms of the findings at the level of production, Ammerlaan et.al. (2001)
reported syntactic loss in the use of pronouns in a young child. Laufer’s study (2003) on
three groups of Russian immigrants in Israel discovered the decline in the degree of text
sophistication which was proportional to the length of stay in the L2 environment. The
conclusion drawn from that study was that progress of language attrition was slow but
steady. Cenoz (2003) investigated 49 Spanish participants with high English language
skills in performing request situations. The situations were then investigated in terms of
alerters, request strategies, syntactic, lexical and phrasal downgraders and mitigating
supportives. Apart from the differences in the use of preparatory strategies and syntactic
and lexical downgraders, no significant differences were found between the requests
provided by the experimental group and the Spanish control participants. Another
researcher, Ben-Rafael (2004), studied 65 Francophones living in Israel and 18 non-
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Hebrew-speaking Francophones living in France. The major focus was on speaking
tasks, such as Francophone narratives, recorded discussions, semi-structured interviews
and spontaneous conversations. During the study a number of processing difficulties
were observed. Those difficulties consisted of lexical confusions, reductions,
interferences, repetitions, neologisms, code-switching, syntactic simplifications,
omissions and reductions. However, they were perceived as only partially outcome of
language attrition and partially of language processing. Finally, Hutz (2004) carried out
a longitudinal case study on a German emigrant to the USA, who was regularly visiting
Germany. The gathered language corpus consisted of 75 letters written in German. It
was observed that the semantic field was very susceptible to attrition, i.e. the number of
semantic overextensions increased dramatically during the first three decades after
emigration and remained on a high level. Morphosyntactic domain remained rather
unaffected in comparison to semantic and syntactic realms. The frequency of the
strategic loan words, with an exception of a period of intensified L1 contact, was on the
increase. A considerable amount of attrition was assumed to occur during the first 10-15
years after emigration.

There were a number of studies on L1 attrition which returned results signalling
processing difficulties and cross-linguistic interaction. In her study, Latkowska (1998)
engaged students in five language tasks, i.e. FL — L1 translation of 26 phrases
containing idiomatic expressions, synonymy recollection test, test on inflections,
untimed translation task and acceptability judgment of the literal translations produced
by the students in test 1. On the basis of poor results, Latkowska concluded that L2
exerts influence on L1 at the level of performance and competence both of which are
susceptible to cross-linguistic influences. No such results, however, were obtained in the
area of morphology. Pavlenko (2003) collected ca. 150 word-long narratives elicited
from bilingual participants on video films. She found hesitations, instances of code-
switching, loan translation and shifting from L1 to L2 conceptual domains. Yagmur
(2004) compared a group of 40 Turkish immigrants in Australia and a group of 40
Turkish informants in Turkey. The comparison was conducted by the means of
linguistic test, verbal fluency and narration tasks, self-rating scale and questionnaires
including lexical items and analytic versus synthetic structures in Turkish. Decrease in
language processing skills rather than linguistic loss was reported.

Another group of studies dealt with language perception by bilinguals. For
instance, Altenberg (1991) studied L1 syntactic rules under the L2 influence in the case
of two German native speakers in the USA. The participants had firm knowledge about
what was grammatical, however, they felt insecure about what was ungrammatical.
Seliger (1991) researched the influence of Hebrew on the previously acquired English in
a bilingual female child at the age of 9 until 10.5. He found that the child accepted the
majority of wrong word order as correct. The conclusion drawn was that the unlearning
process was triggered by substituting English word order rules with the Hebrew rules.
Laufer (2003) engaged the participants of her study in appropriateness’ judgment tasks.
The collocational knowledge of a group of 30 Russian immigrants in Israel was under
investigation. In the study, the immigrant group failed to recognize ca. 40% of wrong
L1 collocations and the L1 of the Russian immigrants exhibited L2 features, e.g.
Hebrew, words.
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The discussed studies were in great majority only parts of more extensive
research frameworks (which are not discussed here). Many researchers (e.g. Yagmur,
2004) criticize relying only on one type of tool (such as a case study, self-reported data
or survey) as insufficient measures to testify to language attrition. In his opinion, a
single measurement, especially the one based on opinion, self-evaluation, is highly
subjective and may not be considered a valid and reliable measurement. In the same
vein, translation tasks are also considered to be an ineffective attrition indicator for they
require specific language abilities. Translation and interpretation skills should not be
taken for granted even with regard to proficient bilingual speakers. What is more, there
exist some clinical data that aphasic bilinguals may be capable of translating from one
language into the other despite losing certain aspects of their competence in both
languages (Hamers and Blanc, 1989, p. 19).

5. Summary

From the psycholinguistic perspective, language is undergoing a systematic loss
of its elements unless sufficient attention is paid to it. Insufficient effort investment
leads to linguistic attrition in the course of which language competence is restructured
to fulfil the users’ subjectively perceived needs. The stability of the language system is
determined by the age of acquisition, quality of its maintenance and the number of other
languages learnt, which in the light of DMM are viewed as interdependent systems (thus
contradicting former understanding of multilingual competence as built of autonomous
language systems). Attrition is a subtle process of loss of some portion of the language
system. Its slow progress, however, may not rule out its presence. The research
methodology, apart from being carefully planned, should include a combination of data
gathering tools to bring the most comprehensive picture of the attrition processes.
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Chapter 111

Written performance in bilingual context

1. Introduction

It has been stated that attrition is a subtle process of change of the language
system. The initial stage of language erosion is expressed through lower performance
and increased scatter of performance which may be researched with explicit
performance measures (Herdina and Jessner, 2002, p. 96). As Sharwood Smith and Van
Buren (1991) remark, it is impossible to probe competence without investigating
performance:

One might, for example, propose as a working hypothesis that, in normal
situations, that is, where there has been no physical damage to the brain, it
Is impossible to lose L1 competence. This would mean that all attrition
amongst normals can be accounted for as a loss of (fluent) access. This,
however, would seem to be an undesirable starting point since one can
never probe competence without involving performance mechanisms,
however light the processing load involved in the given experimental task.
(Sharwood Smith and Van Buren, 1991, p. 19)

The research described further in this work is based on the written production by
Polish native-speakers. This chapter precedes it with the discussion on syntax, language
norm and cross-linguistic phenomena. The presented typology of language errors does
not take into account informal language use. Such an approach is dictated by the fact
that writing, especially formal, is highly prescriptive. As Hutz (2004) explains, ‘in
writing there is obviously much more focus on form and accuracy and therefore a higher
degree of monitoring compared to the spoken channel’ (p. 194). Thus the chapter deals
with the prescriptive language norm and formulates the definition of language deviance
with reference to L1 dictionaries.

It is an overall impression that the fast-changing reality of today leaves
increasingly less room for the cultivation of the traditional mother-tongue norm in both
speaking and writing. Current social and cultural changes find their reflection in the
type of language used. Bartminski (2001, p. 16) notices that in the era of mass migration
the relationship between language and nation has loosened and there are people with
perfect command of native Polish, yet declaring themselves unrelated to their L1
cultural heritage. Bajerowa (2001, p. 45) reminds that the English-American culture is
very attractive for the young generation and knowledge of English as the lingua-franca
is indispensable to achieve one’s full potential and develop professionally. Social
appraisal of English as FL — the hallmark of western affluence and prosperity - has led
to the absorption of a number of English terms, imported verbatim or adapted according
to the rules of Polish phonetics, morphology and spelling.

The growing number of FL imports in Polish is claimed to be a natural route of
language development. Manczak-Wohlfeld (2006, p. 14-15) sees FL influence as a
natural, historically grounded phenomenon and emphasizes that languages, such as
Greek, Latin, Spanish and French are known to have played the role of the lingua
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franca in the past and influenced languages in a similar way. She admits, however, that
although the acquaintance with the English language is still largely restricted to certain
social groups, those groups hold the responsibility for incorporation of FL elements into
Polish (Manczak-Wohlfeld, 2006, p. 60).

2. A summary text as a genre

A summary text is a specific piece of writing which has (broadly speaking) two
distinctive features. First of all, its length is reduced to the necessary minimum in terms
of the size. Secondly, although reduced in size, its content includes the most essential
points presented in the main text. In this sense summary texts form a distinctive literary
type, i.e. genre. For instance, Harrison (2002) in his Proficiency Testbuilder coursebook
enumerates the following features of a summary text in the form of tips:

- You must only include points which are totally relevant to the topic of the
summary (...).

- This is not a composition, so keep the language that you use relatively
simple. If you write long, elaborate sentences, you will not be able to
cover all the main points in the required number of words (...).

- Don’t copy whole sentences from the text — you are supposed to cover the
relevant points in your own words as far as possible; although of course it
may be impossible not to use some words and phrases from the texts.

- Make sure (...) that the points are linked in such a way that the summary
flows well and makes sense as a whole. (Harrison, 2002, p. 35)

The skill of summarizing is essential in a range of contexts, including reporting,
reviewing, writing essays, making notes, etc. and it is therefore a crucial skill in
education (e.g. Yang and Shi, 2003; Keck, 2006; Hood, 2008) which helps to transform
students from ‘consumers of research-based knowledge to creators of research-based
knowledge’ (Hood, 2008, p. 351). It is currently considered to be an essential part of
advanced ESL/EFL courses and course books (e.g. New Proficiency Passkey by
Macmillan, New Proficiency Gold Coursebook by Longman, etc.). Summary writing is
a process which takes place under certain psychological conditions, such as time
pressure, attitude toward the text, and its purpose, i.e. whether it is reader-based or
writer-based. There are also cognitive operations involved concerned with controlling
the content, style and complexity. In addition to that, summary writing is a skill
developed along language development. Students with low levels of language
proficiency have difficulty writing in their own words and resort to copying directly
from the source (Yang and Shi, 2003) what is accepted as a proof of linguistic
underdevelopment. The exception constitutes a lexical summary which according to
Kecskes and Papp (2003) may not be identified with conceptual underdevelopment
because of its type. Conceptual summary is attainable only after Common Underlying
Conceptual Base has been well established (Kecskes and Papp, 2003, p. 261).

2.1. Summary text characteristics
With regard to form, a summary text involves reducing the content to a limited
number of words and sentence units. As Langan (2000, p. 349) claims, a summary may
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be contained in one word, a single sentence or a few sentences, or it may be extended to
one or a few paragraphs. It is not obligatory for the summary to be organized according
to the chronological order of the original text, although chronology may be essential
when the order of presented arguments is vital for the logic of the whole text (Marzec-
Stawiarska 2006, p. 25).

At the level of content, summary is characterized by several linguistic elements,
such as:

- key words, i.e. words carrying the most vital meaning without which a summary
would not preserve its original sense,

- content word, i.e. synonymous expressions which preserve the same sense and
whose use is characteristic for conceptual summaries (as against lexical
summaries in which lexical items are taken from the main text),

- fill-in words, i.e. functional words and common lexical words (such as think,
guess, reason, etc.) with the aid of which the text coherence is preserved (cf.
Kecskes and Papp, 2003),

- key sentences, i.e. ready units which may be copied and pasted into a summary
(Marzec-Stawiarska, 2006),

- paraphrase, i.e. sentences carrying the same meanings although in a structurally
altered form, which helps to avoid copying from source texts (Keck, 2006, p.
261),

- linking expressions, i.e. linguistic units joining the text in a coherent and
cohesive manner (Marzec-Stawiarska, 2006).

A summary should possibly be written in impersonal style to avoid the
impression of adding extra author commentaries. In the case of English and Polish
summaries, author commentaries are regarded as superfluous and unacceptable
(Marzec-Stawiarska, 2006). Apart from objectiveness, a summary text should be
characterized by two key supra-lexical features: brevity and selectivity. As may be
assumed, writing a summary is a demanding task of sourcing and synthesizing
information to an abridged form (Hood, 2008).

2.2. Stages in summary writing

Summary writing is a process consisting of several stages. The stages differ
slightly depending on the type of the text, for instance, whether it is an article, a
textbook or a piece of literature. However, bearing in mind the corpus of summary texts
used in this research, the main attention will be paid to the process of summarizing a
longer piece of writing in a book format. Langan (2000) distinguishes five major steps
when writing a summary of a longer text:

Stage 1. Previewing
At this stage, the attention is essentially paid to five items:

1) Title. The title suggests what the content of a book is about.

2) Table of contents. The contents provide information about how the book is
organized and how the ideas are arranged into chapters. The length of chapters
may be easily noticed and the longest sections may be assumed to be the most
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relevant to the topic.

3) Preface/introduction. Introductions usually contain the author’s reasoning behind
the area of interest of the book and information about how different chapters
have been organised and what their content is.

4) First and last chapters. These two chapters may provide an outline of the most
important issues discussed in the book.

5) Other items. Other features, such as charts, pictures, indices, appendices and font
style may be used to indicate the key items.

Stage 2. Reading for general understanding

The aim of the first reading is to verify the items noticed during the preview stage
against the text, looking for the details supporting the key ideas and finding answers to
questions.

Stage 3. Re-reading

Re-reading allows for turning back to the main sections, analyzing them more
thoroughly and looking for other key points which might have been missed during the
previous stage.

Stage 4. Taking notes

After reading and analyzing the text, the key issues and supporting arguments should be
noted down.

Stage 5. Writing a summary

The last stage entails writing the final draft bearing in mind the most vital principles
according to which a summary should:

- inform about the title and the author of the work,

- outline the main concepts of the original text,

- avoid quoting the original and make use of paraphrasing,

- maintain balance between the concepts emphasized in the original work and the
ideas highlighted in the summary.

The procedure of summary writing has been purposefully described at this point
to emphasize that it is a form-focused process. This task seems to leave much less room
for language processing difficulties because it is not on-line but is subject to editing,
revising and re-writing. Passing through all the guidelines and proof-reading the text
should contribute to eliminating language errors.

3. Structural linguistic elements

The text structure consists of individual phrases and of formal links between
them. These links are established through the cohesive devices, such as pronouns,
repetition, ellipsis, coordination and subordination (Wright and Hope, 1996, p. 164).
The structure of the text also goes beyond its physical realization. Non-linguistic
aspects, such as the logic of the text, principle of cause and effect, predictability of form
and consistence of tense contribute to text coherence.
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Kecskes and Papp (2003) suggest that the management of concepts should take
place through the means of coordination, subordination and conjunctions. According to
them, the structural research of written production should contain such comparative
measurements, as:

- ‘sentence complexity ratio’, i.e. the number of sentences against the number of
subordinate clauses, and

- ‘conjunction index’, i.e. the number of types of conjunctions against the overall
number of conjunctions (Kecskes and Papp, 2003, p. 255).

The textual quality rests upon well-selected vocabulary, too. To measure the
lexical quality, Kecskes and Papp (2003) propose:

- ‘variation ratio’, i.e. the number of lexical word types — i.e. content words
represented in the text - against the total number of words,

- ‘sophistication ratio’, i.e. the number of sophisticated word types against the
number of lexical word types,

- ‘synonymy ratio’, i.e. the number of synonyms against the number of lexical
word types.

A wide variety of structures and vocabulary are a sign of high productive skills.
According to Kecskes and Papp (2003, p. 7), L1 productive skills may be activated
through the FL system development. In other words, FL may create a channel for
enhancement of L1 skills. Such enhancement must entail a degree of awareness of the
structural and lexical differences between languages.

Some of the structural differences between English and Polish seem quite
conspicuous. English is an example of a configurational language as it has a fixed word
order regulated by a set of grammatical rules. On the other hand, Polish belongs to non-
configurational languages, which means that it expresses meaning through its complex
morphology rather than grammatical rules governing the word order. Thus, the English
sentence:

Jack cleans the kitchen,

may not receive any other word order than the one above. Whereas, the same sentence
in Polish may be built without the operation of such strict word order rules. It is possible
to say:

Jacek sprzqta kuchnie.
and
Kuchnie sprzqta Jacek.

In the English sentence, reversing the sentence order in the same way, i.e.. The
kitchen cleans Jack, produces a humorous and incorrect sense of the inanimate room
performing the activity of cleaning on the person of Jack.
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This randomness of the Polish word order is dictated by suffixes, which clearly
mark the relationships between the words within a sentence. As may be concluded,
word order and inflectional features belong to the most prominent characteristics
differentiating between the languages in question. Yet, the word order of Polish
sentences is still rule-governed. This is important to mention as the awareness of greater
flexibility of items in Polish poses a danger of production of free-style structural
arrangements.

Lightfoot and Fasold (2006, p. 112) explain that the grammar rules are like the
number of synaptic connections in the brain — although believed to be finite, they may
form an infinite number of structures. This characteristic of language has several
explanations. All languages share ‘recursive devices’, i.e. such grammatical devices,
which applied repeatedly allow to produce the unlimited number of structures of
unrestricted length. One of such devices is ‘adjunction’ which works by adjoining
words of the same kind, e.g. adjectives to a noun phrase. Another device is ‘embedding’
which involves the use of relative clauses, like in the sentences:

This is the book that Jack read. This is the bookmark that lay in the book
that Jack read.

The same embedding principle operates in Polish and the above sentences can be
quite literally translated into:

To jest ksigzka, ktorq przeczytatl Jacek. To jest zaktadka do ksigzki, ktora
lezata w ksigzce, ktorg przeczytal Jacek.

Reporting phrases, such as He said that... He heard that... enrich the structure by
introducing a sentence which includes the original sentence. Finally, conjunctions help
to coordinate sentences into longer and more complex structures.

These mechanisms, shared across grammars, enable the sentences to be infinitely
long. However, the patterns of structural composition of sentences differ from language
to language.

3.1. Tense and aspect

Unlike Polish, English is not a morphological language and tenses are formed
with the aid of auxiliary verbs and adverbs (Wright and Hope, 1996, p. 64). The VPs
(verb phrases) may consist of one verb only to form simple VPs or more than one verb
to form complex, i.e. compound VPs (Wright and Hope, 1996, pp. 55-56). Although
both English and Polish employ simple and complex VPs, the relation between them in
both languages is not often straightforward. Some simple English VVPs are translated
into simple Polish VPs, as shown in the example a:

a) | have a shower (every day)./ Biore prysznic (codziennie).

However, some English complex VVPs are rendered into Polish as simple VPs:

b) | am having a shower (now)./ Biore prysznic (teraz).
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In English, the differences between simple and continuous aspects are expressed
through simple and complex VPs whereas in Polish this function is mostly performed
by adverbs. English has a wider array of complex VVPs than Polish. Therefore, the same
meanings may be rendered as complex VPs in English and simple VPs in Polish.

What is more, both Polish simple and complex VPs may be rendered into English
as complex ones. English VPs may possess more than two verbs, for instance:

Bede spiewad./ I will sing. | will be singing.

Concluding, grammatical time and aspect are important characteristics of VPs.
Although both English and Polish divide grammatical time into present, future and past,
the English language offers a broader division of the tenses with regard to aspect. For
instance, the Polish language has only one present tense in which its simple and
continuous aspects are expressed by adverbs. The present perfect simple tense does not
occur in Polish. Past perfect is extremely rare in Polish and past perfect continuous -
non-existent. In the light of language attrition research, it might be interesting to have a
closer look at bilingual strategies of dealing with structural differences and whether they
are subject to simplification .

3.2. Passive voice

An interesting strategy observed among Polish-English bilinguals is using the
passive voice structure whenever the context is formal. The passive voice in question is
formed by the verb to be and the past form of the main verb. Passive structures are
employed in formal and scientific texts in order to direct attention away from the
subject. However, overuse of the passive voice in question in Polish may seriously
affect the style. Formality in Polish is often expressed through impersonal forms of
verbs, i.e. impersonal passive (Saeed, 2009, p. 172). The following English sentences
may be expressed in two ways in Polish:

The dinner was served. /Obiad zostal podany. Podano obiad.

The parcels were delivered. /Paczki zostaly dostarczone. Dostarczono paczki.

Impersonal passive in Polish is more economical as it employs only one verb. It
must be emphasized that although both types of Polish sentences are possible, the
overuse of the passive voice structure which follows the English pattern (verb to be +
past participle) may be found awkward. Its preference over the impersonal verb form
may indicate structural simplification in terms of resorting to the pattern which is less
distinct and common for both languages.

3.3.Prepositional and adjectival phrases

An obvious difference between English and Polish prepositions is that English
prepositions do not influence the form of the verb or noun whereas Polish prepositions
do. The following examples illustrate these differences:
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Do sklepu. / To the shop. W sklepie. / At the shop.
Na stacje./ To the station. Na stacji. / At the station.

Some prepositions imply motion whereas others are used to describe static
situations. In Polish the state of motion and stagnation are often expressed through
inflections as in the following phrases:

1) Na parking. / To the car park.
2) Na parkingu./ At the car park.
1) Pod ksigzke.l Under the book.
2) Pod ksigzkq. | Under the book.

Sentences number 1 signal movement, whereas sentences number 2 describe the
static location. As long as the same prepositions in Polish may imply motion or
stagnation which is signalled by noun inflections, English phrases either require
different prepositions or, when prepositions are the same — different verb phrases.

Adjectives occur with prepositions, verbs, nouns and subordinate clauses. In
Polish adjectives are subject to inflection in compliance with gender, number and
declination.

3.4. Connoting properties of lexemes

Lexemes in the form of verbs, nouns, adjectives and adverbs connote sentences
according to the connoting properties of the lexeme. These properties differ for different
lexemes and they are to be consulted with the language dictionaries (Wrobel, 2001, p.
281). There are also structural differences between the English and Polish connotations,
for example:

a) | am proud that | am a mother. / Jestem dumna, zZe jestem matkg.
b) | am proud to be a mother. (Jestem dumna z bycia matkg).

Sentences in point a are structurally alike in both languages. However, there
seems to be no direct Polish translation of the English phrase proud to be in point b. The
Polish sentence in point b should connote phrases by means of conjunctions: ze [that], z
tego powodu, zZe [for the reason of], z kogos, czegos [of sth, sb]. Thus, the Polish
adjective dumny used with the preposition z and the verbal noun bycia (example b)
looks awkward as a phrase. However, it is more economical in terms of the length and
the meaning is successfully conveyed. These differences are very subtle and the
borderlines between them may gradually become less distinct and finally attrite.

3.5. Accomodation

The syntactic interrelationships are generally referred to as ‘accomodation’
(Grzegorczykowa, 1999, p. 64) and they regulate the formal relations between the
coordinate and subordinate phrases. In other words it is adjustment of one language item
to the other in terms of agreement in number, gender, person and case. In Polish, one
verb may influence as many nouns as the verb phrase connotes. For instance, in the
sentence:
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Szukam pierscionka Marty. / | am looking for Marta’s ring.

both nouns, i.e. pierscionek [ring], and Marta, are governed by the verb szuka¢ [look
for] and accordingly inflected.

In another sentence:
Datem chiopcu zabawke. | | gave the boy a toy. | gave a toy to the boy.

the verb dawa¢ [to give] changes the morphology of the successive nouns chfopiec [the
boy] and zabawka [a toy]. In English these influences are less frequent and in the
examples above, the English nouns do not change their morphological structure. An
exception is the possessive case of Marta in the former example.

The noun in nominative also determines the morphological form of the verb, for
instance:

Staruszki przechodzq przez ulice. | Elderly women are crossing the street.

Staruszka przechodzi przez ulice. | An elderly woman is crossing the street.

The morphology of the verb przechodzi¢ [to cross] is dependent on the subject —
its gender and number. English has similar interrelationships, however, English verbs do
not have so complex morphology dependent on the persons in plural and singular. The
agreement of the English verb phrase (VP) with the noun phrase (NP) is marked by the
auxiliary verbs and the present simple tense. In Polish, the agreement between the plural
NP and VP deserves more attention. If there is ordinal number to the NP, the verb
receives the third person singular inflection in Polish. For instance, the above sentences
change in the following way:

Troje staruszek przechodzi przez ulice. | Three elderly women are crossing the
street.

Changes in the subject significantly affect the Polish verb, whereas the English
VP remains intact.

There are also group nouns in English which may take on either plural or
singular verb form or are always plural:

The police are searching the city.

The family is/are on holidays.

In Polish, however, such collective nouns agree with singular verbs only:

Policja przeszukuje miasto. (Not: Policja przeszukujg miasto).

Rodzina jest na wakacjach. (Not: Rodzina sq na wakacjach,).

Since knowledge of these facets is supposed to be tacit, the disturbances in the
area of accommodation are extremely likely to denote language attrition.

4. Language norm versus language use

Language has to adhere to its codified norm for its structural and lexical
accuracy. The norm refers to elements constituting the language system which are
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formally approved of as accurate in a given language. The norm concerns variants of
language and their quality. Language norm has been defined in Wielki Stownik
Poprawnej Polszczyzny (2004) as:

(...) a collection of words, linking devices and ways of forming, linking,
pronouncing and writing language, which are considered by a given
community (most often by its educated spheres) and in a given time as
exemplary, correct, or at least acceptable. Using language according to the
norm does not put the language speaker (writer) in danger of being
accused of producing wrong, incorrect language.® (p. 1626)

Language typology discerns between functional, social and regional language
variants. Each of the variants may be written or spoken. They differ with reference to
rigour in observing the codified norm. While the spoken variant is the least prescribed,
the written variant is the most rigorous (Markowski and Puzynina, 2001, p. 54). Lexical
and collocation systems are highly sensitive to external influences and changes, and
they constantly challenge the codified language norm. To a certain degree, the language
use dictates the language norm. However, the two concepts of language use and
language norm are far from interchangeable and often contradict each other.

The text type, vocabulary and structures determine the text style for which there
Is also a stylistic norm (Miodek, 2001, p. 77). Speech acts depend on two types of
factors. On the one hand, they are revised according to the internal language code and
on the other, they are influenced by external factors, ranging from social and cultural to
psychological ones. The speaker has to adjust the structure and style of the message to
the context. Thus, the ideal linguistic competence should consist of the knowledge of
the norm, its variants and the ability to apply it in communication.

4.1. The impact of English on Polish

It must be acknowledged that the historical and social context since the turn of
20™ and 21% centuries has been extremely susceptible to English (both British and
American) influences. High valorization of the English language among the Polish
society may be seen in the fact that English classes are obligatory from the first years of
the primary school education and are often introduced in kindergartens. A good
command of English is associated with the social status and is believed to open wider
perspectives of professional development. Moreover, the motivation to learn English on
the part of children, most presumably reinforced at home, is high from the beginnings of
their FL education. Under so strong English pressures, changes in Polish must be
inevitable to some extent. Keller (1994) accounts for the new language structures with a
‘theory of invisible hand’. According to the theory, language change takes place on two
planes: first, the micro-level of individual choices and second, the macro-level of social
use. Although the language change may seem minimal or even invisible to its users, in
fact, it is fast and abrupt. Keller explains that for an Englishman boarding the time
machine and travelling to the time of Chaucer, would be — in language terms - an utterly

® Translation: mine.
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unintelligible experience (Keller, 1994, p. 3). It must be remembered that it is the
human factor that prompts such changes and not the language in its own:

The problem may be formulated as follows: we communicate important
things and trivial things, we use the written or spoken medium, we
communicate in private or in public, etc. While doing so we think of a
language as little as we think of inflation while shopping. By using our
language, a million times a day, we change it continuously; or to use a
more cautious turn of phrase, we produce a permanent change in our
language. (Keller, 1994, p. 13)

The knowledge of English as a FL has won the social recognition in the Polish
context and is associated with language of prestige. Although language of social
prestige has several characteristics, the discussion of them will be narrowed down to the
ones relevant to the Polish context. The word prestigious connotes the meanings of high
quality, recognition of high social status, intelligence and authority. In the area of lexis
and style, prestige is often gained by the use of foreign terminology (Kuryto and Urban,
2002, p. 137-149). Indeed, the language of politics, professional sports commentators
and intelligence is imbued with English terminology. There are many examples of the
use of such lexical imports by the mass media. For instance, in the area of advertising:
Twoja ulubiona pasta instead of Twdj ulubiony makaron which appeared on a large
banner in the city centre of Katowice in 2007; numerous advertisements on Polish TV
advocating of the superiority of, e.g. multi surface cleaners, and other entertainment
fields which popularise words, such as gifty [gifts], iwenty [events] and rekordy
[records] in the sense of the number of displayed websites. Other English words such as
sale, top (a piece of clothing), celebryty [celebrity], ekstraordynarny used in Polish as a
synonym to niezwykty [extraordinary] may hardly pass unnoticed. Also, some English
structural transfers, especially wydaje sie/ okazuje sie by¢ [it seems/turns out to be], are
assimilated beyond recognition of their incorrect status.

A number of the imported vocabulary have their origins in the common Latin or
Greek source, however, it must be emphasized that the English language has had an
immense impact on their spread at the turn of 20™ and 21% centuries. A compelling
example is served by the word wizytowac [visit] whose primary dictionary definition
denotes control. The dictionaries also provide the old fashioned meanings of doing the
doctor’s round and paying sb a visit (cf. Sobol, 1995; Tokarski, 1971). Nonetheless the
latter meaning has recently been resuscitated, most presumably under the influence of
English and used in formal contexts with reference to the visits paid by the prominent
figures.

Popularity of English as FL in Poland has recently led to taking the knowledge of
the English terminology for granted. Both funny and surprising example of that trend is
found in the Polish translation of the book Harry Potter and the Prisoner of Azkaban
(Rowling, 2001). The Polish translator explains the term black: ‘for total dullheads,
“black” in Polish means “czarny”’*. This points to a rising tendency to consider English

* Translation: mine.
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basics as familiar to an extent at which providing additional explanations is met with
irritation.

Some researchers approach similar observations of overwhelming influence of
English rather tentatively. For instance, Manczak-Wohlfeld (2006) concludes that
English impact on Polish is relatively small, especially in comparison with the amount
of borrowing from other languages or with native forms:

The influence of English on Polish is relatively small especially when to
compare the number of registered English-driven words with the number
of borrowing loans from other foreign languages and with the size of
native vocabulary. (p. 89)

In a similar vein, Otwinowska-Kasztelanic (2006) claims that there are certain
contexts in which English influence may be observed at greater frequency. The results
of her study suggest that the young generation do not overuse language borrowings
from English although it also reported that the older generation do notice some English-
influenced L1 patterns.

4.2. Intercultural style

The bi-directional nature of linguistic influences leaves the imprint on style.
Multilingual language users accept a speech style which is different from their
monolingual norm. Highly proficient bilinguals develop an intercultural style (Kecskes
and Papp, 2003; Cook, 1992) and rely on it regardless of which language is currently
being used. The intercultural style may be manifested through language behaviour
different from the monolingual language norm. For example, Cenoz (2003, p. 65)
mentions stylistic changes in the formulation of requests by Spanish advanced learners
of English who overused the word por favour [please] and conditional podria [could
you]. Literal translation of the English phrase Can | help you? is, according to Cenoz, a
common phrase at modern Spanish shops. Polish with its equivalents seems to share this
intercultural shopping etiquette. What is more, the 20™ century Poland saw the
emergence of goodbye formulas translated directly from the English language, such as
Mitego weekendu!, i.e. Have a nice weekend!, commonly used at workplaces, schools
and public places. As noted by Zimnowoda (1998), languages, Polish included, consist
of international and intercultural vocabulary and word-building morphemes and as such
they enrich the language. However, a line has to be drawn between enrichment of the
native language and superfluous foreign language items which affect style and quality
of oral and written production.

4.3. Language error

A language error may be defined as any deviation from the accepted norm, be it
grammatical, lexical or stylistic. In Wielki Stownik Poprawnej Polszczyzny by
Markowski (2004), language error is defined as an unintentional deviation from the
norm, an innovation which neither improves communication nor conveys a new
meaning or presents the same feelings of a language user in a different way. A language
error is such a use of language which is not well received by the remaining users

® Translation: mine.
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because of its vivid transgression of the language norm (p. 1553). However, some
deviations are not really errors but merely mistakes which take place during on-line
processing, e.g. when speaking or writing under time pressure. Although the borderline
between an error and a mistake may be subtle, in this work a mistake is approached as
failure to utilize the acquired knowledge about language (which may be self-corrected).
An error, on the other hand, results from insufficient knowledge of the system in
question (Miodek, 2001). For Zimnowoda (1998), erroneous use of language begins
with the preference of foreign language items over the familiar L1 items and intrusions
should be categorically viewed as errors. In the realm of vocabulary, some words are
innovations. The innovative language use is the result of conscious creative action taken
in order to evoke a certain linguistic effect and therefore innovative language items are
not regarded as errors (Miodek, 2001, p. 77).

5. Conclusion

Language as a living system of multidimensional communication undergoes
processes of growth under the circumstances which call for new forms of expression.
Multilingualism is a part of this new reality and sometimes L1 is no more as much
needed or used as FL. When the focus is diverted away from the primary to the foreign
language system, L1 erosion may take place. Since language attrition in a second
language context is perceived as a subtle process of deterioration (De Bot, 2001, p. 68),
it should be assumed that the same process in the L1 context will be even slower and
less spectacular.

Investigation into L1 attrition is multi-faceted and may not be investigated in
isolation but as a phenomenon connected with a number of psychological, social and
biological variables. In addition to that, language attrition is a gradual process of
inactivation of portions of the language data. The language system may be expected to
perform small internal adjustments to cater for the missing elements of the system. It is
hoped that this research will shed some light on the nature and scope of impact of
attrition in the FL setting. It is also expected that the outcomes of the research will allow
for some didactic implications for both learners and course designers.
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Part Two: Empirical studies

56



Chapter IV

L1 attrition in the foreign language setting: Research design

1. Introduction

The general impact of English on Polish has been discussed by many authors,
such as Manczak-Wohlfeld (2006), Zabawa (2008a, 2008b) and Zimnowoda (1998).
The issue of L1 attrition in an L1 environment, other than dialect and pathological loss,
has attracted interest relatively recently. However, it must be emphasized that this
interest has grown largely over the last decade, which may be seen in the fast growing
amount of information on the topic in the Internet. The current research is the result of
the five-year long process of planning, reviewing literature, informal discussions,
constructing the research tools, conducting the research and finally, describing the
results. This chapter is an introduction to the empirical part of this work and it presents
the research design.

Crystal (2000) believes that English L2 contexts in which the English language
naturally dominates trigger the danger of reducing the emerging bilingualism into
semilingualism and finally into monolingualism. In other words, naturalistic L2 learning
reaches the level at which L2 starts to encroach on L1 system resulting in, what appears
to be, limited L1 proficiency and then L2 full activation at the expense of L1 partial or
complete blockage. It seems self-evident that the L1 setting does not pose a danger of
reducing emerging bilingualism into the final state of FL monolingualism. However,
falling into the state of semilingualism in the course of L1 attrition and FL progression
IS much more sensible. Therefore, the major assumption behind this research is that the
advanced FL users may exhibit certain changes which in principle do not comply with
the established L1 norm at the levels of L1 performance and perhaps competence. This
assumption is grounded by the still growing field of the attrition studies, which report
changes in the quality of bilingual production and projection of attrition to the domain
of language competence. Bearing in mind the agreed opinion (e.g. Schmid, 2004;
Yagmur, 2004) that one type of the research instrument may not unequivocally be
interpreted as a reliable measurement of L1 attrition, a combination of tools was
devised.

2. Pilot Study

2.1. The Sample

The purpose behind piloting the study proper was twofold. Firstly, it was to
determine whether the design of the study was comprehensible and unambiguous and
the time allocated - sufficient. Secondly, it provided an overall picture of the possible
results achieved by the groups of informants. The pilot study was conducted in January
2007 and consisted of the sociolinguistic questionnaire, appropriateness judgment task
and C-Test. The total time allocated for the questionnaire and C-Test was 40 minutes,
whereas the judgment task was assigned 50 minutes.

The sample was in a great majority chosen from among the students at the
Institute of English of the University of Silesia. Those informants were divided
according to the year of study into:

57



1) Group 1 of 16 first year students,
2) Group 2 of 17 second year students,
3) Group 3 of 19 fourth year students,
4) Group 4 of 18 fifth year students.

It was assumed that out of the trial sample at the Institute of English, the first
year students represented the lowest level of the TL proficiency and the fifth year
students were supposed to have attained a near native-like command of it. These
extremes between the first and final year informants were supplemented by the
transitory stages of second and fourth year students. It is essential for this study to
mention that the Group 1 participants were receiving Polish classes as a part of their
tuition. The age range fell between:

- 19 and 21 years with the prior exposure to the English language of 5 to 19 years
in Group 1.

- 19 and 23 years with the prior exposure to the English language of 6 to 16 in
Group 2.

- 22 and 24 years with the prior exposure to the English language of 7 to 16 in
Group 3.

- 23 and 26 years with the prior exposure to the English language of 7 to 18 in
Group 4.

Additionally, for comparative purposes Group 5 was formed, which consisted of
nine students, aged between 22 and 27 years. Those participants were unassociated with
any foreign language department and were mainly students of Polish, Information
Technology, Social Sciences and Philosophy.

The students participating in the pilot study completed secondary education and
were further developing English as a FL through formal instruction. The crucial
difference between the groups of the students was the level of FL proficiency. All four
groups at the Institute of English were receiving full time high quality tuition. These
students dealt with the increasingly complex and sophisticated foreign language input in
both oral and written forms as well as they were required to produce spoken and written
output. The control Group 5 differed from the remaining groups in terms of their FL
learning history, i.e. the lack of intensive full time FL instruction. It was expected that
the results of the pilot study would vary across the groups.

2.2.Self-perceptions of L1 proficiency

The pilot study signalled possible tendencies in the self-perceptions of the L1
change under the FL instruction. In the study, the perception of the mother tongue
regression under the FL impact grew in line with the academic year.
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Group 1 PERCEPTION OF L1 REGRESSION
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Figure 3. Self - perception of L1 regression in Group 1.

As seen in Figure 3, the self-perceived L1 regression in Group 1 was rather
uncommon (31%) with the majority of the students holding a contradictory view (56%).
Not a single response expressed strong beliefs about L1 regression What is more, 6%
strongly disproved of the possibility of L1 regression and 13% expressed their
uncertainty.

Among the second year participants, the majority of students signalled some L1
processing difficulties. It is noteworthy that the number of informants who expressed
strong concern about losing L1 elements rose from 0% in Group 1 to 22% in Group 2.
At the same time, the overall number of students who rejected the possibility of losing
L1 elements fell by 15% in comparison to the previous group. Figure 4 illustrates those
results.

Group 2 PERCEPTON OF L1 REGRESSION

40%
35%
30%
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20%
15%
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5%

0%
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ORather disagres
OStrongly disagres

B o not know

Figure 4. Self - perception of L1 regression in Group 2.

In the third group of students, the number of perceptions of the L1 decline
increased by 14% when compared to Group 2 and by 42% in comparison with Group 1.
Meanwhile, the number of the students who claimed to have maintained the mother
intact dropped by 25% as against Group 2 and by 40% as against Group 1 (Figure 5).
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Group 3 PERCEPTION OF L1 REGRESSION
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Figure 5. Self - perception of L1 regression in Group 3.

L1 susceptibility in a contact situation with a FL was to the greatest extent
perceived by the most proficient TL users (Figure 6). Only a minority of 17% of the
group in question contradicted experiencing the negative effects of FL on their L1
against a significant number of 78% who perceived such interference.

It is noteworthy that while there were no students expressing strong beliefs about
L1 regression in Group 1, there were no strong voices of negation that such a problem
actually existed in Group 4. The perception of L1 interference grew with the amount
and quality of FL instruction.

Group 4 PERCEPTION OF L1 REGRESSION

50%

BRather agres
BEStrongly agree
ORather disagres
OStrongly disagres

40%

30%

20%

W do not know

10%

0%

Figure 6. Self - perception of L1 regression in Group 4.

Additionally, the comments provided in the pilot study offered an interesting
insight into the students’ metalinguistic awareness. For instance, those participants who
held views against the loss of the L1 control provided the following comments:

Group 1
e | have problems with grammar, however, not connected with the English studies,
e | did not notice any negative changes to the L1 for reasons such as living in the
L1 country and maintaining the mother tongue thanks to the Polish classes,
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Group 2
e | use English expressions but do not consider them as a sign of L1 decay,
e | monitor Polish production and maintain the mother tongue by reading
literature in the native language as well as using it for every day interaction,
Group 3
¢ | have more associations in the Polish language.

On the other hand, the students who observed disturbances of their L1 control claimed to:
Group 1
e notice some changes in the accent and pronunciation of Polish words,
e use English words while speaking Polish,
Group 2
¢ introduce English items when speaking Polish,
o forget Polish equivalents and adapt the English words in a Polish conversation,
e encounter problems with spelling Polish words due to limited reading in the
Polish language,
Group 3
e have difficulties with Polish orthography, inflections; doubt if Polish sentences
are correct,
e be unable to name things in Polish but to know their English equivalents,
o feel clumsy when speaking Polish,
Group 4
e use English extensively and also on personal grounds which results in
transferring English structures and expressions into Polish.

Summing up, the perception of the L1 regression was directly linked with the
stage of the FL development. The question which was prompted by those results was
concerned with how much the students’ perceptions were in concord with the actual
level of their L1 proficiency. To account for that the judgment test and proficiency test
were developed.

2.3.The appropriateness judgment task

It was generally hypothesized that the correlation between the level of
proficiency and the appropriateness judgment task results would be consistent with self-
perceptions. The pilot study consisted of eight sentences, each representing a different
category of error.

The first sentence included an approximating pattern of the word ‘podmiot’
[subject], i.e.:

W rozdziale opisano rowniez przedmioty badan, a wiec uczniow z grupy
eksperymentalnej i kontrolnej.

As observed in Figure 7, out of all the groups, Group 5 handled the task best,
exceeding Group 3 in their judgments. The majority of the students managed to replace
the erroneous form with the correct item. More than 10% of this group’s students
pointed to the wrong pattern without suggesting its improvement. Large numbers of
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Group 1, 2 and 4 marked it correct. Interestingly, the tendency to approve of
approximation was dropping in the first three groups, then rose in Group 4 and dropped
again in Group 5 to the level comparable with Group 3.

Approximation

70%
60%
50%
40%
30%
20%
10%

0%

O Subjects who provided accurate
correction

B Subjects who accepted the
pattern

DOSubjects who pointed to the
pattern without correcting it

Groups

Figure 7. Appropriateness judgment task — category of approximation.

The error of category extension ksztalcenia [educating] instead of ksztattowania,
[enhancing] was identified in the sentence describing motivation:

Praca ta miata na celu przedstawienie procesu ksztalcenia sie motywacji.

The extension was recognized and restored by a definite majority of all the
groups of participants with the numbers growing from 53% in Group 1 to 70% in Group
4 and 67% in Group 5 as shown in Figure 8. On the other hand, the number of students
who acknowledged the extension, was declining from approximate 50% in Groups 1
and 2 to not a single student in Group 4 and 11% of students in Group 5.

Category extension
70% 67%

70%
60%
50%
40%
30%
20%
10%

0%

B Subjects who provided
accurate correction

B Subjects who acepted the
0 eroneous pattern

OSubjects who pointed to the
pattern but did not correct it

Groups

Figure 8. Appropriateness judgment task — category extension.

Some English structures may be rendered directly into Polish, however, there are
certain patterns where such translation contributes to forming awkward structures, as it
was the case in the following syntactic translation of the English phrase ‘turn out to be’:

Ta grupa okazata sie_byc lepsza.
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According to the Polish grammar rules, the phrase okazac si¢ [turn out], may
only be followed by an adjective. Thus the corrected version of the sentence should be:

Ta grupa okazata sie lepsza.

Syntactic transfer
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O Subjects who pointed to the
pattern but did not correct it

Figure 9. Appropriateness judgment task — syntactic transfer.

Judging by the results presented in Figure 9, it becomes evident that a significant
number of students in the first four groups approved of the syntactic calque. The
number of those participants who were able to correct the structure fell from 37% in
Group 1 to 5% in Group 3. Apparently, the loan translation in question shared enough
linguistic features with the mother tongue form that it blurred its correct assessment.
However, 67% of Group 5 recognized the awkward structure and suggested accurate
corrections.

The category of borrowing transfer was represented by the phrase:
Akwizycja jezyka [language acquisition].

In the discussion of the judgment results, the attention must be drawn to the fact,
that significant numbers of Groups 1 and 2 as against the minority of Groups 3 and 4
and the control Group 5 were quite comfortable with its use in the Polish context.
However, more than 20% of students in Groups 3 and 4 substituted it with the Polish
equivalent nabywanie. None such equivalent was provided by Groups 1, 2 or the
Control Group 5 (Figure 10).
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Borrowing transfer
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0% T O Subjects who failed to answer
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Figure 10. Appropriateness judgment task — borrowing transfer.

Reflecting upon these statistics, it may be assumed that failure to retrieve the
native term in the case of Group 5, must have stemmed from the insufficient knowledge
of the FL field, with which the remaining groups should were well acquainted. The
more cautious judgments by Groups 3 and 4 might indicate a greater metalinguistic
awareness of a variety of syntactic and lexical transfers into the Polish language.

Intra-sentential disagreement was represented by the following sentence:

(...) dwie osoby uczone W _tych samych warunkach, czasie, z tych samych
materialow osiggajq rozne wyniki.

The underlined part of the sentence should be completed with repetition of the
prepositional phrase with correct inflections, i.e. w tych samych warunkach, w tym
samym czasie. However, for the vast majority of the students this category constituted
too subtle a transgression to be noted. Although the English translation sounds perfectly
right, the Polish language requires certain repetitions with different suffixes. It came as
a surprise that the control Group 5 also failed to recognize and restore the proper
structure in approximately 80%. It was 40% of Group 4 who recovered the missing
words and suffixes (Figure 11).

Lack of agreement within the sentence
100% +flaso% .
76% 78% : ;
80% U% O Subjects who provided
58% accurate correction
0,
60% 4P B Subjects who approved of
40% incorrect pattern
o 0O Subjects who underlined the
20% Yo 5l pattern without correcting it
0% 0O Subjects who did not provide
1 2 3 4 5 any answer
Groups

Figure 11. Appropriateness judgment task — category of agreement.
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Judgments on stylistic appropriateness were measured by means of the phrase:

[Grupa humanistyczna] fatwiej wytapywata analogie pomiedzy jezykami.

Stylistic appropriacy
80% £S% 3% 70%
70% 57% 56%. D Subjects who provided
60% 0 accurate correction or pointed
50% to the pattern
40% ° | /% B Subjects who accepted the
30% b pattern
20% 7% o1 B10%
10% 9 OSubjects who did not respond
0%
1 2 3 4 5
Groups

Figure 12. Appropriateness judgment task — stylistic appropriateness.

The results presented in Figure 12 show that the stylistic diversity within a single
sentence attracted immediate attention and triggered appropriate reaction. More than
70% of Groups 1, 3 and 4 and more than half of Groups 2 and 5 rephrased the informal
part of the phrase. However, it must not escape unnoticed that the last group attained the
poorest results: 56% of the students substituted the casual word wyfapywata with more
formal synonyms, e.g. wynajdywata, wyszukiwata, zauwazata, but more than 40% of the
informants in this group did not report any stylistic inadequacy.

In terms of punctuation, the phrase presented to the students for correction,
contained capital letters in place of the lower case letters:

...pierwszym jezykiem jest Rosyjski, a drugim Polski.

Figure 13 shows Group 1 that gained the best results in accuracy judgments
(80%) with a declining trend in the remaining groups. Approval of the wrong
punctuation rose in the first three groups, reached 85% in Group 3 and stabilized at the
level of 44% in the two remaining groups.

The fact that punctuation is learnt rather than acquired raises the question of
attrition at the level of conscious knowledge of the mother tongue rules. Intense FL
instruction in the first three years of academic studies might have contributed to
forgetting the L1 norm. Slight improvement in the accuracy judgments among the fifth
year participants, however, might be a sign of the improving metalinguistic awareness.
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Punctuation

100%

80%

O Subjects who provided
accurate correction

60%

B Subjects who accepted
wrong punctuation

40%

0,
20% OSubjects with no response

0%

Groups

Figure 13. Appropriateness judgment task — punctuation.
Judgments on code mixing were elicited with the sentence:

..na poziomach nauki jezyka angielskiego od podstawowego do upper-
intermediate...

Code switching
94%
100%
80% 66% B Subjects who provided
accurate correction
0, -
60% 46% 4T%439 | 44% B Subjects who accepted the
0 ] Vo utterance
40% o8 6N ' '
OSubjects who pointed to the
20% %69 utterance without correcting it
0% OSubjects who failed to provide
1 2 3 4 5 the answer
Groups

Figure 14. Appropriateness judgment task — code switching.

The data show the steady growth from 6% to 47% in the number of students who
replaced the English item with the Polish equivalent in the first three groups. The last
group did not arrive at the appropriate translation which was justified by the fact that the
group was not well acquainted with the English terminology. Thus, the majority of
Group 5 accepted code switching as correct. It is noteworthy that for the overwhelming
majority of Group 1, code-switching was a norm. The conclusion might be that that the
advanced stage of the bilingual development enhances the metalinguistic awareness
between the language systems. Such conclusion is supported by the growing numbers of
the students in Groups 2, 3 and 4 who pointed to the code-switching and provided the
accurate correction. The results are illustrated in Figure 14.

2.4.Conclusions for the study proper
The pilot study served as a valuable indication of what results might be expected
and what amendments should be made in order to improve the quality of the research.
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A few alterations into the questionnaire were introduced in order to provide more
detailed instructions from those originally provided. For instance, one comment on the
part of an informant concerned the percentage scale 1-100 in question no. 18, i.e.
whether it should be used as a total scale for both English and Polish contexts or
whether each of the contexts should be marked in scale 1-100 separately. Also, some
questions regarding the self-perception of one’s L1 and FL competence turned out to be
too compact and they were split into shorter units.

In the case of the C-test, only slight improvements were administered, such as
providing an original heading at the top of each text and its source. For the students who
took part in the pilot study, the instructions did not pose any difficulties or
misunderstandings. What is more, the test format, which resembled more a language
puzzle rather than another mundane study was received with interest and involvement.

Last but not least, the test on appropriateness judgments turned out to be the most
demanding in terms of both mental strain and knowledge of various categories of
grammatical errors. It was decided that the introduction to this task should be more
explicit and should contain a brief overview of different types of errors. Also, the
judgment scale was expanded from two options of correct and incorrect to four (with
unsure and acceptable). In order to make the task more meaningful to the students, the
introduction to the test contained information about the source of the sentences quoted
in the study.

Surprisingly, self-perception of L1 competence was frequently inconsistent with
the appropriateness judgment results. Those incongruities were especially visible in the
case of Group 1, whose perceptions of L1 competence did not translate into the
achieved score in the judgment tasks. The students in Group 4 did much better on many
occasions than the remaining groups despite the fact that its majority claimed to have
experienced language regression. What is more, this group often produced more
accurate answers than Group 5 whose competence was expected to be the most intact.

Considering the outcomes of the appropriateness judgment task one may put
forth a claim that highly advanced bilinguals differ in their L1 use from other native
speakers. From the above findings it might be speculated, that L1 under the influence of
FL may undergo some degree of attrition. However, the results of the pilot study might
also indicate that advanced bilinguals gain greater proficiency in operating two
linguistic systems interchangeably and greater awareness of the differences and
similarities between the languages.

3. Research questions

As discussed in Part One of this work, forgetting one’s L1 has been widely
evidenced in L2 contexts under conditions of insufficient use and exposure and in
combination with various cognitive and affective factors. Generally, with non-use,
languages become ‘blocked’ for active production and speakers experience attrition
symptoms which result in insufficient control over a given language system. The ‘lost’
language or its portion for productive purposes is not, however, unanimous with
complete ‘removal’ from memory since the human brain apparently retains traces of the
previously used language system which only need to be activated though its re-use.
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However, the questions which still require discussion are: to what extent can the
excessive use of a FL system influence one’s L1, and whether and to what degree the
changes in an L1 system can be regarded as symptomatic of attrition in an L1 context?
Thus, the primary purpose of this research was to analyze the symptoms of L1 attrition
in the Polish L1 context under substantial influence of English as a FL (EFL), and to
measure the depth of attrition in Polish under the influence of English. To start with, the
following questions have been formulated:

1. Isthere L1 attrition in the L1 context?
2. Is L1 attrition present in L1 perception?
3. Is L1 attrition manifested in L1 production?

Since a part of the research was based on an analysis of the corpus of EFL
student summary texts in Polish, questions about EFL students’ writing competency
were asked:

a) What categories of L1 misuse may be identified in EFL students’ written
production?

b) What is the proportion of the categories of language misuses against one another?

c) May the identified categories of language misuse be regarded as symptomatic of L1
attrition?

It was also assumed that answers to the questions above would elucidate further
queries, such as:

1. If L1 attrition is present in the L1 context, what language areas are most vulnerable?
2. What conditions have to be met for L1 attrition to take place in an L1 environment?
3. If L1 attrition is not present in the L1 context, what do the research results imply?

4. What pedagogical implications may be formulated?

With so formulated questions the research was intended to contribute to the
discussion on FL influence on L1, the potential detrimental FL impact on L1
competence, and to either confirm or reject the beliefs and assumptions about the
phenomenon of L1 attrition in an L1 context.

4. Participants

The participants were chosen from among the TEFL students at the Institute of
English, University of Silesia. The total number of 78 students participated in the
research. Their FL experience was more varied toward the end of the studies. All of the
students were learning an additional FL in fulfillment of the course formal
requirements. However, the final year participants reported to have been developing
much wider range of FLs voluntarily than it was the case in the remaining groups.

Students were divided into groups A, B, C and D representing respectively the
first, second, third and fourth year of study. It was assumed that the four groups of
students represented different levels of the FL proficiency in line with the year of study.
The number of the participants was initially larger, i.e. each year was represented by the
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same number of twenty-five students. However, many answer sheets were rejected
because of formal considerations, such as blank spaces and incomplete answers.

Group A consisted of 19 1% year female students of English. They were 19 to 23
years old [M 19.8, SD 1.04]. A great majority of 90% were secondary school graduates
and 10% completed higher vocational training. All of the participants had German
language as the obligatory subject - 90% reached the intermediate level of proficiency
in it and 10% described themselves as beginners. 20% of the students developed some
elementary knowledge of a third language, usually French or Spanish. Their English
language learning experience ranged from four to thirteen years, with the mean of 10
years for the group.

Group B consisted of 20 2™ year students: 19 females and 1 male. The age of the
participants was between 20 and 25 years old [M 21.15, SD 1.16]. The students reported
to have been learning English for approximately thirteen years [M 12.75, SD 2.57]. In
terms of their history of education, 10% graduated from a higher vocational school or
university and the remaining students completed the secondary education. For 15% of
the students English was the only foreign language being developed. Another 15%
claimed to also have an intermediate command of German. 50% of the students spoke
more than two foreign languages (usually German, Arabic, Latin, Russian, Spanish or
French). The remaining 20% of the students developed four foreign languages, usually
at the elementary and intermediate levels.

Group C comprised 17 3 year students: seven males and ten females. They were
aged 21 to 25 [M 21.9, SD 1.05]. Their average English learning experience was 8.7
years [SD 2.7]. Also, in this group English was not the only foreign language that the
students developed. 17% of them were beginners in Arabic, 41% developed the
command of two foreign languages, mainly German, French, Russian and Arabic at
elementary and intermediate levels.

Group D comprised 22 students in their 4™ year of study. 82% of them were
female and 18% were male. They were at the age of 22 and 26 [M 23.2, SD 0.9]. 40%
of the students completed the secondary education and 60% graduated from higher
vocational schools. Their English learning experience was on average 13.5 years [SD
3]. 54% of the students also developed FL proficiency in languages other than English
(mainly German and Spanish). 36% of the students developed basic and intermediate
competence in two other FLs, such as German, French, Russian, Italian and Spanish.
The remaining 10% developed elementary, pre-intermediate and intermediate levels of
proficiency in four other FLs, i.e. Spanish, German, French and Russian.

5. Research tools

The research tools were constructed with the use of a combination of deductive
and inductive approaches. The former approach is identified in all those studies which
proceed from a clearly defined theoretical framework and attempt to investigate one or a
few chosen aspects of language attrition according to some theoretical assumptions. The
latter approach does not commence with the theoretically driven predictions but
typically applies a number of various tools to elicit data and draw final conclusions
(Schmid, 2004, p. 350).
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5.1. Sociolinguistic questionnaire

The sociolinguistic questionnaire was constructed to provide the background
information on the participants and their education. It also aimed at eliciting subjective
evaluations of L1 and FL competence. The questionnaire was composed of a variety of
questions including open items through semi-open items and the closed ones.

The data elicited in the questionnaire may be divided into several sections. The
introductory items 1 — 7 elicited the basic information about the participants, especially
their age, sex, year of studies, education history and FL experience. Items 8, 11 and 12,
concerned the contexts and frequencies of L1 and FL use. The aim was to collect
information about the patterns of language dominance for different social and
educational contexts. Item 17 elicited information on the motivation to maintain L1,
whereas item 19 on the nature of the students’ motivation to learn FL. A number of
questions were devoted to the issues of competence in both languages. For instance,
items 9 and 10 concerned the dominance of either of the languages in the realm of
productive versus receptive skills. The data were hoped to indicate which of the two
skills could be regarded as more susceptible to attrition. Further items 13 — 16 dealt with
the students’ perceptions of what competence is and self-perceptions of their own L1
and FL competence. Finally, the last question concerned acquaintance with the term
‘attrition’ and was to shed some light on the students’ awareness of negative
consequences of the languages in contact.

5.2. Summary texts

For the purpose of summary text analysis, the corpus of one hundred written
summary texts by the graduates of the Institute of English of the University of Silesia
was compiled. The summary texts in question were in Polish and were integral parts of
the Master Theses in TEFL. The main objective behind the corpus collection and textual
analysis was to investigate the bilinguals’ written production with special attention to
the lexical and structural areas which did not comply with the L1 rules, i.e. showed
signs of attrition. All the patterns which diverted from the L1 norm were described
under the error category they represented.

The main source of reference in describing the erroneous language patterns was
the most recent edition of the dictionary on the modern Polish language use, i.e. Wielki
Stownik Poprawnej Polszczyzny (2004). Since some language collocations and
declination patterns found in the corpus were not discussed in the dictionary, older
dictionaries were also used as a supportive means.

The top-down approach was applied in the corpus analysis. The gathered data
were not approached with a ready framework of error categories. The language corpus
was investigated globally and the patterns diverting from the norm were localized and
identified. The categories of errors discerned in the stage of summary analysis were
a departure point for the appropriateness judgment task.

5.3. C-Test

In her New blueprint for language attrition research, Schmid (2004) proposes
a C-test as a formal elicitation task which consists of a set of five or six short texts of
around 70 words. According to Schmid, the texts ought to be varied in terms of style
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and content. They may be used as a research tool after deleting every second half of the
word and retaining the opening and closing sentences in original to provide the context.
Schmid states that this task is not only a motivating exercise based on authentic
materials but it is also a valuable research method for compiling reliable data on general
language proficiency. It ‘makes it possible to measure not only relatively low level
skills (command of vocabulary, grammar, idioms) but also higher order skills such as
awareness of intersentential relationships, global reading, etc.” Schmid (2004, p. 360).
What is more, a C-test provides quantitative results which may be easily calculated and
compared between the groups of students.

The construction of the C-test used in this study involved removing a half of the
word where the number of letters was even, and approximately % of the word if it
consisted of an odd number of letters. The deletion procedure was usually applied to
every second word in the text. The number of gaps totalled one hundred. The beginning
and concluding sentences were left intact for better comprehension of the contexts. The
texts chosen for this study represented casual (e.g. text 2), formal (e.g. texts 1 and 3)
and literary (e.g. text 5) styles.

The C-test was also useful for a vivid cross comparison of the scores achieved by
different groups of the students. It aimed to show the students’ proficiency and amount
of language interference.

5.4. Appropriateness judgment test

The judgment tests belong to well-known and long-used methods of data
collection and ‘they are often designed to elicit evidence of learners’ lexico-semantic
and/or lexico-syntactic knowledge’ (Jarvis, 2009, p. 119). Jakobovits (1970) saw
appropriateness judgment tests as especially useful for measuring ‘sensitivity to
aspectual qualities of words’ (pp. 161-165). In these types of tests students are presented
with a number of language patterns to assess in terms of their lexical and grammatical
accuracy. The judgment tests are highly receptive, i.e. they require receptive skills and
they target at investigating the students’ receptive competence. The judgment tests have
so far been used in the research on syntactic features (Altenberg, 1991), grammaticality
(Altenberg and Vago, 2004), recognition of L1 loan translation and borrowings
(Latkowska, 2006) and in judgments of semantic distinctions (Schmid and Kopke,
2009, p. 226).

The judgment test used in this research was constructed on the basis of the
material gathered during the investigation of the language corpus and were presented to
the students for their receptive evaluation. In total, there were 40 sentences presented
for judgment. The sentences contained a variety of language errors. Authenticity, i.e. the
fact that the material for evaluation was not artificially constructed but actually
excerpted from the corpus data, was seen as an asset to the test and was welcomed with
interest by the students. The test opened with a brief introduction to the typology of
errors in the categories of :

- style,

- syntax,

- punctuation,
- collocation,
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- lexis,
- orthography,
- logic.

The students were asked to mark the inappropriate sentences using the number
scale 0 — 3 where 0 stood for unsure, 1 for incorrect, 2 for acceptable and 3 for correct.
Some additional space was also provided for writing the error category and for further
comments. The participants were also invited to suggest corrections of the inaccurate
patterns.

6. Procedure

The research commenced with the analysis of one hundred summary texts in
search of any anomalous language patterns. The language items which were found to be
diverting from the mother tongue norm were described and classified. Having piloted
the studies, the successive step involved distribution of the research sheets among the
university students. Specifying the research focus, compiling the data, description and
analysis of the results was a gradual process which extended in time. The stages of the
research, the applied methods, their objectives and timing are presented in Table 5.

The first stage of the research was devoted to gathering the summary texts and
analyzing them in terms of linguistic accuracy. This was a decisive stage for the
research design depending on the kind of and extent of symptoms of attrition, the
research objectives were to be specified and the methods designed.

Having constructed the tools for data elicitation in the form of a questionnaire,
judgment test and C-test, the study was piloted with a view to identifying any
weaknesses of the test construction. The improved data collection tools were a departure
point for the study proper.

The third stage of the research consisted of the questionnaire, C-test and
Appropriateness Judgment Task. The questionnaire investigated the students’ language
behaviour, i.e. education, contexts of language use and perceptions of language vitality.
The C-Test measured the students’ L1 proficiency in mostly quantitative terms but also
required high metalinguistic skills to deal with the text organisation and meaning. The
last test in the test battery was the Appropriateness Judgment Task in which the students
assessed the accuracy of the provided sentence patterns according to the four point
scale.

The last stage of the research was devoted to presenting the findings and
discussion. The results of the corpus analysis and the tests were calculated and analyzed.
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Table 5. Procedure

STAGES TOOLS OBJECTIVES TIMING
1. Corpus data Summary texts | Investigating linguistic corpus in | one year
compilation from MA theses. | search of the attrited language. (2006)
2. Pilot study Questionnaire, Trying and testing the designed | one year
. research tools. (2007)
Appropriateness
Judgment Test,
C-test.
3. Studies proper Sociolinguistic | Providing background information on | one year
questionnaire. the students and their language | (2008)
behavior.
C-test. Measuring the L1 proficiency.
Appropriateness | Observing changes in the tacit
Judgment task. | knowledge of the L1.
4. Description and Presentation of the obtained results | one year
presentation of the and conclusions. (2009)

findings
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Chapter V
Studies Proper

1. Introduction

The previous chapters focused on the contextualisation of the research in the
theoretical framework and presentation of the research design and pilot study results.
This chapter deals with the research proper data presentation and analysis. It must be
acknowledged that deciding upon the acceptability of the Polish language patterns was
challenging for at least three reasons. First of all, as already noticed by Hamers and
Blanc (1989), languages change constantly and acquire a range of new aspects of
meaning to cater for the increasingly sophisticated needs of expression. Secondly, the
rate of these new introductions to the mother-tongue is so abrupt that the standardization
procedures lag behind in their evaluation. Thirdly, although some imported language
patterns have been recognized as erroneous, they continue to be widely used. It must not
escape notice that the public media play a significant role in spreading linguistic
innovations and ill-formed patterns, mainly to attract the audience.

It may be assumed that in this study, some of the deviant cross-linguistic features
in Polish have been reinforced by their use by the public media. A separate issue is the
route of those linguistic imports and innovations. There exist large numbers of
borrowings in both English and Polish which have their source in other languages, such
as Latin and Greek. The route of their introduction or re-introduction to the native
Polish tongue through the omnipresent English language is open to dispute. However,
the route of the language structures entering Polish is important in the context of this
research as it adds to the extent of impact that the English language exerts on Polish.

The main sources of reference in the investigation of the written language corpus
were Wielki Stownik Poprawnej Polszczyzny (2004), the Polish language corpus
available on-line at www.korpus.pwn.pl, other professional on-line sources, such as
www.polszczyzna.pwn.pl, and book-format discussions on linguistic acceptability, e.g.
Kubiak-Sokét (ed.) (2007). The grammatical and lexical categories of the linguistic
items were designed with the help of The BBI Combinatory Dictionary of English
(1986). Finally, in consideration of the space limits, the majority of the tables included
in this chapter are fragmentary. The complete list of non-standard patterns, which were
identified in the corpus, are enclosed in Appendices at the end of this work.

The analysis of the corpus data led to the discovery of a range of language
patterns. The research tools were designed in the way which allowed to relate the
findings at the level of L1 production to results at the level of L1 perception. Schmid
(2004) who is the leading authority in the field of L1 attrition research proposed a
blueprint for language attrition research, which was of great use in this study. The
design of the successive parts of the research was based on Schmid’s blueprint and
consisted of three written tests adjusted in terms of the form and content to the L1
context. The questionnaire included questions on the students’ language background. C-
Test was also designed along the guidelines provided by Schmid. Finally, in the
appropriateness judgment task, the students were asked to evaluate language structures
which were found in the corpus data.
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The research proper was carried out among the students of the English Philology
at the University of Silesia. Four groups, named A, B, C and D participating in the study
were representative of the first four years at the university. Originally, the number of
participants was larger. However, since many sheets were rejected because of empty
fields. In consequence, the final number of participants in the study comprised 78
students. This chapter contains the description of the gathered information on the
participants and discussion of the results of the studies (some of them were moved to
Appendix E and F in recognition of the space limits in the main text).

2. Corpus analysis

The corpus has been compiled from the summary texts of MA theses. It is
essential to mention that the main body of the MA theses was written in English
whereas the summary texts were written in Polish. Their purpose was to summarize the
main assumptions, procedures and findings of the works. In total, the corpus consisted
of summaries of one hundred MA works. Each summary text was of minimum A4
page-format length. For different editing styles, the number of words on a page varied,
but it is estimated that the corpus consisted of ca. 30 000 words.

The approach used in the analysis of the corpus data was a top-down approach.
First, the data were compiled and secondly, the language in the corpus was analyzed.
The identified patterns were then grouped and described according to the grammatical
and lexical categories. However, since The BBI Combinatory Dictionary of English
(1986) provided a framework in which the identified errors fitted, it was used in the
research to describe the misused structures.

2.1. Grammatical Collocations

According to The BBI Combinatory Dictionary of English (1986), a grammatical
collocation consists of the dominant word, which may be an adjective, a verb or a noun,
followed by a grammatical pattern. The main patterns of grammatical collocations
comprise:

1) Noun + prepositional combinations

2) Noun + infinitive

3) Noun/Adjective + ‘that’ clause

4) Preposition + noun combinations

5) Adjective + prepositional combinations
6) Verb patterns

Tables 6 - 15 present types of grammatical structures identified in the corpus of
summary texts which divert from the Polish language norm. Most of them include the
Polish collocation in the first column, the original pattern produced by the students in
the middle column and suggested corrections in the third column.

2.1.1. Noun phrases

The first sub-category of grammatical collocations is described as Noun +
Preposition phrase. Table 6 contains examples of the erroneous combinations of nouns
and prepositions. For instance, the prepositions co do and w were used in phrases where
do and co do are required. These prepositional substitutions did not blur the meaning,
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however, they look awkward. One omission of the preposition in the case of materialy
nauczania was, most presumably, caused by direct translation of the phrase teaching
materials. The remaining examples often contained overproductions and were obscure

in terms of the meaning.

Table 6. Nouns followed by prepositions

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

Kwalifikacje do czegos

Material do czegos:
‘zuzywany przy robieniu
czego$’; ‘tworzacy
podstawe do czegos: ze
szczegllnym
uwzglednieniem czego$

Zebrane informacje ukazaty
braki w kwalifikacjach
nauczycieli co do (...)
rozumienia roli
przedstawionych
materialow nauczania dla
dzieci.

Zebrane informacje ukazaty
braki w kwalifikacjach
nauczycieli i rozumieniu przez
nich roli materiatow do
nauczania dzieci.

Wskazowka dla kogos,
Wskazowka co do czegos

Ostatni rozdzial
przedstawia (...) wskazowki
praktyczne dla nauczyciela
W pracy z uczniami.

Ostatni rozdzial przedstawia (...)
praktyczne wskazowki dla
nauczyciela co do pracy z
uczniami.

Table 7. Nouns preceded by prepositions

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

w mysl (nie: po mysli)
czego$

(...dotyczg czynnikow
majgcych wplyw na
przyswajanie stownictwa
po mysli fundamentalnej
zasady (...), ze szybciej
przyswajane sq Wyrazy
uzywane czesciej (...).

...dotyczq czynnikow
wphywajgcych na przyswajanie
stownictwa w mysl
fundamentalnej zasady (...), ze
szybciej przyswajane sq wyrazy
uzywane czesciej (...).

pod katem czego$

Temat ten analizowany jest
pod roinym kgtem...

Temat ten analizowany jest pod
kqtem roZnych teorii
nauczania...

w ujeciu (formie
przedstawienia) czegos$

Rozdziat sktada sie z dwoch
glownych czesci
traktujgcych o ujeciu
procesu w teorii fonologii
generatywnej i fonologii
rzqdu.

Rozdzial sktada sie z dwoch,
glownych czesci, w ktorych
przedstawiono teorig fonologii
generatywnej i fonologii rzqdu.

z perspektywy czegos,
btgdne w zn. “przysztos¢’.
Np.: W perspektywie,
poprawnie: w przysztosci

Omowiono w nim
[rozdziale] sposoby
rozwigzywania problemow
(...), wskazujgc na ich
zalety i wady w
perspektywie efektywnosci
ksztalcenia.

Omowiono w nim sposoby
rozwigzywania problemow (...),
wskazujgc na ich zalety i wady
Z perspektywy skutecznosci
ksztalcenia.
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Within the category of Prepositions + noun phrases, some of the phrases in
Table 7, such as po mysli instead of w mysl, are common misuses. Other examples are
more distinct. For instance, the Polish collocation pod kgtem means with attention to/in
consideration of, which - most presumably - was the intended meaning of the phrase
pod roznym kqtem [at a different angle]. The degree of freedom in ordering the Polish
language items within a sentence unit was over-extended to prepositions in fixed
phrases. That contributed to the formation of non-sense phrases, like o ujeciu procesu w
teorii which acquired a controversial meaning of arresting the process in a theory
instead of in the light of the theory..

Within the realm of nouns followed directly by object, an interesting strategy was
to additionally insert a preposition between the noun and object as shown in Table 8.

Table 8. Nouns followed by object

DICTIONARY ENTRY | CORPUS DATA SUGGESTED CORRECTION

Uzasadnienie czego$ W pierwszej czesci W pierwszej czesci

(nie: dla czegos) czegos | [rozdziatu] przedstawione przedstawiono uzasadnienie

(nie: dla czegos) jest uzasadnienie dla metodyKi na ktorej opiera sie
metodyki na ktorej TBL sig TBL (...).
opiera (...).

Kontynuacja czego$ ...potrzeby wprowadzenia ...potrzeby wprowadzenia
ewentualnych zmian w ewentualnych zmian w
kontynuacji nauczania kontynuacji nauczania tg
wedlug tej metody... metodg...

Umiejetnos¢ (tylkow |. | ...uczniowie nie wykazujq ...uczniowie nie wykazujg sie

poj.) czegos$, (rzadko, zaangazowania lub zaangazowaniem lub

zazwyczaj w I.mn.) umiejetnosci do pozytywnego | umiejetnosciami pozytywnego

umiejetnosci w czyms zakonczenia tego procesu zakonczenia tego procesu/
[nauki]. ...uczniom brakuje potrzebnego

zaangazowania lub umiejetnosci
by zakonczyc¢ nauke z wynikiem
pozytywnym.

It must be noted that examples in Table 8 resemble the English structure. For
instance, uzasadnienie dla metodyki, kontynuacja wedtug metody, umiejetnosci do may
be literally translated as justification for the methodology, continuation according to the
method, abilities to. Thus, it may be assumed that the Polish patterns in question were
built according to the English grammar rules. That means that the English language
imposed its rules on Polish.

2.1.2.Verb phrases
Verb combinations with an object comprise a list of quite intriguing errors. Not
only are those verbs structured according to the FL rules but also their meanings are
often expanded to approximate the Polish equivalent, which was assumingly
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unavailable at that time. Table 9 contains examples of verb structures with a direct

object.

Table 9. Verbs followed by object

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

ukazywac cos/kogos;

ktos ukazuje cos$ —
(czyms, w czyms), kto$
ukazuje kogos/cos — (W
czyms$, na czyms)

W rozdziale trzecim
zamieszczono szczegolowq
analize wynikow
przeprowadzonych badan
ukazujgcych, ze zdobycie
umiejetnosci komunikacji
w jezyku obcym ma
pierwszoplanowe
znaczenie (...).

W rozdziale trzecim
zamieszczono szczegotowq
analize wynikow
przeprowadzonych badan
ukazujgcych pierwszoplanowos¢
komunikowania sie w jezyku

obcym (...).

rozwazac co$ (nie: o
czyms, o kims)

[Autorka] rezwaza takze
nad funkcjami
pedagogiczno-

Autorka rozwaza takze
pedagogiczno-dydaktyczne role
nauczyciela.

umoZzliwia uczniom
planowanie (...) oraz na
lepsze spozytkowanie
czasu...

dydaktycznymi

nauczyciela.
kto$, co§ umozliwia co$ — | Stosowanie ich [strategii Stosowanie ich umozliwia
(komus) metakognitywnych] uczniom planowanie (...) oraz

lepsze spozytkowanie czasu...

przystuzy¢ si¢ komus —
(czyms)

...czgS¢ poswiecona
projektowaniu przez
uczniow wlasnych
stowniczkow, ktore majq
si¢ przystuzyc¢ do lepszego
przyswajania wyrazen,
idiomow i stowek.

Czes¢ poswigcona
projektowaniu przez uczniow
wiasnych stowniczkow, ktore
majq stuzyc lepszemu
przyswajaniu wyrazen, idiomow
i stowek.

ocena czegos, kogo$

Koncowym fragmentem
badania jest ocena
zrealizowania
wyznaczonych celow
przydatnosci pracy.

Koncowym fragmentem badania
jest ocena realizacji
wyznaczonych celow
przydatnosci pracy

The exemplary patterns provided in Table 9 are most presumably the result of
interferences of English verb phrases, such as show that, ponder over, allow for and
contribute to with the Polish verbs ukazywac, rozwazaé, umozliwiaé and przystuzy¢ sie
which, however, should be directly followed by the object.

Some of the Polish phrases found in the corpus data illustrate the FL influence.
For instance, in the phrase umoZliwia uczniom planowanie (...) oraz na lepsze
spozytkowanie czasu, the verb umozliwia [allows] should continue with the object in
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both parts of the clause. In all probability, the preposition na was incorporated as a
result of interference of the English collocation allow for. That may imply that L1 areas
where sentences have more complex patterns and the control over them can be easily
disturbed are more susceptible to FL influence. The last example in Table 10 may only
superficially appear correct. The noun ocena [evaluation] is followed by the perfective
verbal noun zrealizowania [of fulfillment]. However, the fact that in Polish the noun
phrase ocena realizacji does not require the perfective aspect of the noun realizacja
renders the sentence unnatural. It may be assumed that the perfective verbal noun was
used because it was the only available form at the time of writing and it was used with
the intention to emphasize the task fulfillment.

A number of Polish verbs collocate either with an infinitive or with a preposition
followed by a noun. An interesting strategy, however, is to form a gerund, i.e. verbal
noun (as referred to by Benson, et al. 1986), from the verb where an infinitive or a
preposition followed by a noun are required.

In sentences in Table 10, the infinitive clause is avoided and replaced with the
verbal noun. For instance, the second example in Table 10 contains an awkward L1
verbal noun rozwiniecia instead of its regular form, i.e. rozwoju. The question may be
asked why the verbal noun is preferred over the infinitive? It seems a sound judgment
that the English rule to form gerund from verbs was projected into the L1 grammatical
rules to economize operating both languages. That also implies activation of some FL
— L1 translation mechanisms

Table 10. Verbs followed by infinitive/ ‘that’ clause

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

kto$ pozwala (komus)
+ bezokolicznik, na co$

Poznanie teoretycznych
zalozen pozwala nam na

Poznanie zalozen teoretycznych
pozwala nam wyciggngé wnioski

z obserwacji zajec praktycznych
prowadzonych badang metodg.

wyciggnigcie wnioskow
podczas obserwacji zajec
praktycznych przy uzyciu

(allow sb for sth)
badanej metody.

Ich obecnos¢ moze przyczynic sie
do rozwoju pozytywnego
nastawienia ucznia do kursu...

Ich [rodzicow] obecnosé
moze przycgynic sig do
rozwinigcia w mtodym
uczniu pozytywnego
stosunku do kursu
Jjezykowego...

przyczyniac si¢ do
czegos$ lub do tego, ze...

(contribute to sth)

Some patterns in Table 11, such as the second one where the preposition jako
seems to be the Polish translation of English as, imply the operation of translation
mechanisms. In other cases, however, other principles than translation mechanisms
must have been involved. Some prepositions occurring with the Polish verbs were not
accurate despite the fact that their literal translations from English into Polish would
render them correct. This is exemplified by the first entry in Table 11 where the same
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grammatical patterns in both languages did not facilitate the production of the correct

preposition in Polish.

Table 11. Verbs followed by prepositions

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

Uciekac sie¢ do czegos -
postugiwac si¢ czyms

(resort to)

...politycy uciekajqg si¢
W Uzycie strony
biernej...

Politycy uciekajq si¢ do uzycia
strony biernej...

okrzykna¢ kogos$ — kims,
za kogos; ktos okrzykuje
co$ — czyms, za co$

(hail sb/sth as sth; be
hailed sth)

Kiedy ksigzka Eryki
Jong , ‘Fear of
Flying’ (...) zostata po
raz pierwszy
opublikowana (...),
okrzyknieto jq jako
wyjgtkowo Smialq.

Kiedy ksigzka Eryki Jong ‘Fear of
Flying’ (...) zostata po raz pierwszy
opublikowana (...) okrzyknieto jg
wyjgtkowo Smialq.

2.1.3.Adjectival phrases
In the phrases presented in Table 12, the prepositions following adjectives have
corresponding equivalents in both languages:

Table 12. Adjectives followed by prepositions

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

Dokladny w czyms
(precise/accurate in)

...bardziej zaawansowani
byli bardziej doktadni

przy uzyciu zaimkow.

...bardziej zaawansowani byli
bardziej doktadni w stosowaniu
zaimkow.

Przydatny dla kogos,
komus — do czegos, w
czyms$

(useful for)

...wskazowki, ktore mogq
by¢ przydatne przy
nauczaniu dzieci...

...wskazowki, ktore bedg
przydatne dla nauczycieli w
nauczaniu dzieci...

Stosowana przez
(applied/used by)

...najczesciej stosowang
strategig U
Sredniozaawansowanych
uczniow.

...najczesciej stosowang strategiq
przez uczniow na poziomie
Srednio-zaawansowanym.

Potrzebny komus, rzad.
dla kogo$ — (do czegos, na
cos, nie: dla czegos)

(needed for)

...dorosli czesto traktujq
jezyk obcy jako rodzaj
narzedzia potrzebny dla
uzyskania awansu
zawodowego (...).

...dorosli czesto traktujq jezyk
obcy jako narzedzie potrzebne do
uzyskania awansu zawodowego.

Nevertheless, the collocations which were formed are erroneous because of the
use of wrong prepositions. Those examples are especially interesting for they seem to be
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language independent, i.e. they are not characteristic of either of the languages. On the
other hand, they may be used as supporting arguments for monostylism. For instance,
the preposition przy [by] was often found in the corpus data in combinations with verbs,
adjectives and nouns. Perhaps, it was made use of as a sort of a universal preposition.
The other preposition u [in the case of] usually occurred with personal nouns. The last
example in Table 13 may be the outcome of approximation as the prepositions dla and
do share certain similarities in terms of form and meaning.

2.1.4. Conjunctions

Broadly speaking, conjunctions are language units which join parts of the
sentence in a logical whole. There is a group of conjunctions which form fixed
collocations. In the corpus data, the wrong use of conjunctions was usually identified in
such fixed pairs. The conjunctions presented in Table 13 are not particularly rare in
Polish but the sentences which contain them are, more often than not, long and
complex. The English — Polish influences might be identified only in some examples.
The first two sentences might underlie the principle of unifying the grammar rules for
both languages and/or choosing the least complicated patterns. This might account for
the lack of Polish conjunction jak (Eng. as) in the structure zarowno..., jak i... (Eng.
both... and...) and the use of wrong preposition and omission of the other in the phrase
rozdzwiek w (Eng. discrepancy in) instead of rozdzwigk pomiedzy... a...

It is also noteworthy that the remaining conjunction misuses are not
straightforwardly associated with English influences but seem to be examples of
structural chaos and may be symptomatic of attrition at the level of language control.

Table 13. Conjunctions

DICTIONARY ENTRY | CORPUS DATA SUGGESTED CORRECTION

zarowno..., jak...; Whnioski zwigzane Whioski zwigzane zaréwno

zZarowno..., jak i... zaroéwno z efektywnym z efektywnym, jak i nieefektywnym
i nieefektywnym zarzgdzaniem klasq...

(both... and...) zarzqdzaniem klasq...

rozdiwigk miedzy kims Nie stwierdzono Nie stwierdzono rezdiwigku

a/i kims, rozdiwiek rozdiwieku w rodzajach | miedzy rodzajami motywacji a...

miedzy czyms a/i czyms motywacji...

(discrepancy

in/between)
a - introduces the ...wigkszos¢ ...wigkszos¢ respondentow
opposite meaning, respondentow zintegrowalta sig ze spotecznoscig
lub (or) —introduces the | zintegrowata sie ze kraju, w ktorym rezydowata lub
equivalent. spotecznosciq kraju, przynajmniej zaakceptowata

w ktorym rezydowala, odmiennosci obu kultur.

a przynajmniej

zaakceptowata

odmiennosci obu kultur.
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1. Bqd:... bgdz... ...pisemne testy, ktore ...pisemne testy, ktore zawieraty
zawieraty bgdZ opisy bqd? opisy zjawisk zwigzanych
(either... or...) zjawisk zwigzanych z z antonimiq, bgd? (t0) ich
antonimiq stowek segregacje i dopasowanie pod
bedqgcych z reguly wzgledem znaczenia.
przymiotnikami
wzglednie segregacje i
ich dopasowanie
znaczeniowe.

2.1.5. Structural loan translation

An interesting observation comes from the structures containing the forms of the
English verb to be, which were translated literally into Polish. One of the most
widespread loan translation consists of the verb phrase seem/appear to be, rendered into
Polish as wydaje sie by¢. The corresponding Polish structure is only appropriate without
the verb by¢ [to be]. Despite that, it is nowadays commonly used in both speech and
writing and regularly reinforced in both the mass media as well as literary and scientific
translation. A perfect example of the widespread use of the structural calque in question
is found in the Polish translation of Wielka llustrowana Encyklopedia Przyrody by
Burnie (2006, transl. Pojedynek, 2006, p. 14). In the introduction to the part about the
formation of life on Earth, both the translator and proof-reader overlooked the phrase
Dwie kwestie wydajg si¢ by¢ pewne... (instead of wydajg si¢ pewne) although its font
size is larger than the main text and the letters are printed. Table 14 contains more
examples of similar structural loans.

Table 14. Structural loans with the verb to be

TARGET TARGET CORPUS DATA SUGGESTED
STRUCTURE SENTENCES CORRECTION
DESCRIPTION
1. Verb (esp. seem, The main target Gtownym celem (...) | Wydaje sig, Ze
appear, turn out, etc.) | seems to be wydaje si¢ by¢ gtownym celem (...)
+ to be + participle/ | attaining the level osiggnigcie poziomu | jest osiggnigcie
adjective / verb of fluent umiejetnosci poziomu umiejetnosci
communication plynnego plynnego
skills... komunikowania komunikowania sie...
sie...
2. to be + past The names (...) were | Nazwy (...) zostaly Nazwy poréwnano
participle compared to their poréwnane do ich zich
equivalents [in other | odpowiednikow odpowiednikami
languages]... [w innych [w innych
jezykach]... jezykach]...
3. Being + adjective/ | ...being creative ...bycie kreatywnym | ...kreatywnos¢
participle during teaching w trakcie nauczania | w nauczaniu ESP.
ESP. ESP . ...koniecznos¢
...koniecznos¢ bycia | wyrazania sie przez
przez nauczyciela nauczyciela w sposob
zrozumialym... jasny...
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4. Direct translations | The topic of this Tematem niniejszej | Temat niniejszej
of the verb to be thesis is... pracy jest: pracy brzmi:
‘Trudnosci w nauce | ‘Trudnosci w nauce
Jezyka Jezyka
angielskiego...’ angielskiego...’

The structures with the infinitive to be are widely employed in every-day speech
in English and more recently in Polish despite their ‘incorrect’ status. What is more, the
structure in question sporadically appears in printed publications in Polish. The second
entry is an example of an English-influenced passive voice structure. Although the
passive voice with the verb to be and past participle overlap in both English and Polish,
the impersonal form of the verb, such as porownano, is more appropriate in Polish. The
third sentence in Table 14 is a compelling example of replacing regular L1 nouns with
verbal nouns. This seems to be an efficient strategy of deriving verbs from nouns, which
is not always possible in Polish. The L1 phrase bycie kreatywnym definitely belongs to
one of the most conspicuous examples of overextension of a FL rule over L1. Finally,
there are many instances of direct translation of the infinitive ‘to be” which seem to pose
particular difficulty for the bilingual users.

2.2. Lexical patterns

Lexical collocations, which are built of nouns, verbs, adjectives and adverbs
(Benson et al., 1986), are broadly divided into free lexical combinations and bound
lexical combinations. Free lexical collocations may be combined with a number of
words whereas bound lexical collocations require fixed lexical combinations and may
be used with a limited range of lexical items. The BBI Combinatory Dictionary of
English (1986) provides the description of major types of the bound lexical collocations,
which form the following patterns:

1) verbs followed by nouns/pronouns/prepositional phrases,
2) adjectives followed by nouns,

3) nouns followed by verbs,

4) nouns followed by objects,

5) adverbs followed by adjectives,

6) combinations of a verb and an adverb.

The typology of collocations found in the corpus has been developed according
to the dictionary patterns above.

Verb collocations followed by nouns are shown in Table 15. As observed, the
major difficulty concerned the choice of nouns which collocate with the verbs. The
nouns used in the sentences were approximations of the target patterns. Some lexical
collocations only slightly diverted from the target pattern. For instance, the collocation
with the verb wpajaé [rekindle] was followed by the plural form of the noun
zainteresowania [interests] instead of the singular. Other collocations, such as obcigza¢
pracqg and przywigzywacé role were also inaccurate. The presented language misuses
may seem subtle and superficially appear insignificant but in fact they affect the style in
a negative way.
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Table 15. Verbs followed by nouns

DICTIONARY LEXICAL MISUSES SUGGESTED
DEFINITIONS ALTERATIONS
nakladac na kogos jakis ...obcigzenie nauczycieli Obciazenie nauczycieli
obowiazek; ktos obcigza | jezyka angielskiego pracg... | jezyka angielskiego
kogo$ czyms$: obcigzaé obowiazkiem...
obowigzkami
Przywiazywaé, ...przywigzujac zbyt duza «.przywiazujac zbyt duza
przykladaé do czego$ role do teoretycznej wage do znajomosci regutek
wage znajomosci gramatyki... gramatycznych...
Whpajaé zainteresowanie | Zadaniem nauczyciela Zadaniem nauczyciela jezyka
czyms$ jezyka obcego jest obcego jest wpajanie
wpajanie uczniom uczniom zainteresowania
zainteresowan obca kulturg | obcag kulturg (...)
()

Collocations with adjectives followed by nouns are presented in Table 16. The
first collocation of an adjective and a noun wazny podkresienia [important to underline]
is utterly a linguistic invention. Most presumably the phrase godny uwagi [noteworthy]
was meant originally. However, since the target collocation was apparently inaccessible,
it was substituted with an approximation, which despite the fact of being ill-formed,
allowed for conveying the message successfully. The other collocation presented in the
table assigns the adjective kompletny [complete] to the noun znajomosé [knowledge],
instead of the noun brak [lack]. It is not straightforwardly known whether the author of
the sentence in question meant the lack of complete knowledge [brak petnej wiedzy] or
the complete lack of knowledge [zupelny brak wiedzy]. Judging from the context, it may
be assumed that the Polish phrase is a result of the direct cross-linguistic interference
from the English language. The utterance seems to be plainly a translation of the
English phrase, i.e. the lack of complete knowledge, for which additionally speaks the
fact that the Polish collocation kompletny brak, i.e. complete lack is used colloguially
rather than in a formal piece of writing like summary texts discussed in this work.

Table 16. Adjectives followed by nouns

DICTIONARY LEXICAL MISUSES SUGGESTED
DEFINITIONS ALTERATIONS
godny uwagi Waznym podkreslenia jest Godnym uwagi jest fakt, iz.../
fakt, iz... Autor podkresla, Ze...
kompletny brak czegos$ vs. | ...przytaczam wady ...przytaczam wady
zupelny brak czego$ wczesnego startu (...), ktore wczesnego startu (...), ktore
sq zwigzane gtownie sq gtownie zwigzane
z brakiem kompletnej 7z zupelng nieznajomosciq
znajomosci jezyka Jjezyka ojczystego.
ojczystego.
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2.2.1.Lexical loans

The realm of vocabulary is believed to be the most susceptible to FL influences
and attrition. Borrowing is the most commonly applied strategy of enriching lexis.
Lexical loans which are introduced into L1 to name novel phenomena and to improve
communication with a wider choice of synonyms are justified and easier subsumed
under L1 norm. However, it is the perception of many that the rate of foreign, especially
English, introductions has recently been virtually beyond control. The still growing
numbers of borrowing and loan translations pervade the spoken and written forms of
expression, rendering the language production unclear and over-sophisticated
(especially when to compare the form with the content). Bearing in mind the bilingual
context of this study and the vulnerability of vocabulary to the FL influence (e.g. De
Bot, 2001; Hutz, 2004), it was not particularly surprising to have noted down a
substantial number of English lexical loans. However, the loans found in the corpus
seem to have been used for reasons other than the mainstream need for language
sophistication, i.e. they appear to have been caused by the genuine FL interference.

The corpus data contained a number of professional vocabulary, usually
borrowed to better describe the spectrum of meanings in the art of ELT. The apparent
paucity of L1 methodological terms was provided for by translation of the English
terms. Pavlenko (2004) argues that the use of such borrowing translation which does not
have an L1 equivalent is not a sign of L1 attrition but development. In the introduction
to the Polish translation of the course book Learning to teach by Arends (1994), its
translator Kruszewski (1994) explains that some borrowing translations are used as a
result of the limited number of Polish publications which meet the requirements of the
pedagogical programs and translation of the English books remains the last resort.
Kruszewski also adds that such course-books are designed to illustrate foreign school
systems, their teaching styles and problems, and they may not be readily applied to
Polish context. The description of the FL environment must require some specific
terminology which has to be borrowed.

Table 17. Lexical loans

SOURCE POLISH EQUIVALENTS LOAN

ITEMS TRANSLATIONS
(CORPUS DATA)

1. Elicitation Technika Technika elicytacji

technique wywolywania/naklaniania/prowokowania

2. Language Opanowanie/nabycie jezyka Akwizycja jezyka

acquisition

3. Internalization| Utrwalenie/usystematyzowanie/ Internalizacja

of the material zmagazynowanie/zapamietanie materiatu. materiatu.

4. Activities Celem zawartych propozycji byta prezentacja | Celem zawartych

podstawowych ¢wiczen... propozycji byla

prezentacja
podstawowych
aktywnosci...
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5. Graphs ...zastosowanie dwoch rodzajow wykresow... | ...zastosowano dwa
rodzaje grafow...

6. Pose problems| ...cechy oryginatu, ktére mogltyby stwarzaé ...cechy oryginatu,

problemy podczas ttumaczenia. ktore mogtyby

przedstawiaé
problemy podczas
tHumaczenia.

7. Incidental ...eksperyment z proba dobrang w sposob ...eksperyment z

sample? przypadkowy. incydentalnym
doborem proby.

Table 17 contains examples (1-3) of borrowings whose Polish equivalents are not
straightforward. Some authors and translators adopt a descriptive approach to explain
the new concepts and foreign terminology. Hence, there is usually more than one
equivalent to account for a foreign lexical item. For instance, the English borrowing
elicytacja is described differently by different authors. Arabski (1996) refers to it as
wywolywanie danych, Kruszewski (1994) translates it as naktanianie: zadawanie pytan
and Komorowska (2001) uses the term prowokowanie odpowiedzi. The term akwizycja
Is replaced by those authors with items, such as opanowanie, przyswajanie, nabywanie.
Finally, the noun internalizacja could be substituted with utrwalenie (Komorowska,
2001) and zapamietanie, zmagazynowanie, nabycie (Arabski, 1996). However, it seems
common practice to use borrowing translations instead. As long as such uses seem
justified, e.g. where lengthy descriptions are not fully accurate and, what is more,
consume a lot of space, there are times when loan translating evidently violates the
mother tongue norm. The instances of overuse of the translation strategy are illustrated
by the examples 4 — 7 in Table 17. The lexical items in sentences 4-6 are examples of
the preference of the loan translation over the available Polish synonyms. Finally, the
last sentence constitutes an interesting example of the translation of the ill-formed
lexical collocation in English. The author of that sentence most presumably meant
random sampling. However, that term was probably learnt insufficiently or its recovery
was unavailable at that time and so it was replaced with incidental sample and then
translated into Polish. It is noteworthy that the mental processes engaged in the
production of the collocation were activated through the English language channel,
which presumably resulted from the activation of the knowledge on sampling through
that language channel.

The borrowing translation identified in the corpus was abundant in comparison
with the Polish equivalents. A few of the most notorious examples of borrowings are
presented in Table 18. For example, the preference for the items efektywnos¢, efektywny
might be observed not only in the corpus data but also in Polish translations of English
teacher trainee coursebooks, such as Learning to teach, in which the translator only
sporadically makes use of other synonyms. This preference is also seen in such
examples as efektywnosé¢ szkoly, efektywny dialog, przeprowadzi¢ efektywngq dyskusje,
efektywne podawanie materiatu, efekty dyskusji, efektywnoS¢ uczenia si¢ pojec,
sprawdzian efektywnosci, t0 name a few.
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It can be observed that all of the borrowed lexical items presented in Table 18
have their common source in Latin or Greek. However, considering the bilingual
context of the study, it is assumed that a number of them must have entered Polish
through English. It would be interesting to look at the route of borrowing translation, i.e.
whether or not it is taken directly from the ancient languages, such as Latin and Greek,
or from English as the lingua franca. This, however, remains beyond the scope of the
present study.

Table 18. Borrowing translation

ENGLISH SOURCE | LATIN/GREEK | POLISH BORROWING
ITEMS ORIGIN EQUIVALENTS TRANSLATIONS
(CORPUS DATA)
The chapter contains Latin Resultatum | Rozdziat stanowi opis | Rozdziaf stanowi opis

the description of the wynikow uzyskanych | rezultatéw
results produced by w trakcie badan... uzyskanych podczas
the study... badan...
The last chapter Latin suggestio Ostatni rozdziat (...) Ostatni rozdzial (...)
contains suggestions prezentuje podaje sugestie dla
for teachers... propozycje dla nauczycieli...
nauczycieli...
...It tests their Latin effectivus ...bada ich ...bada ich [zdolnosci
effectiveness in texts. skuteczno$¢ w Jjezvkowych]
tekstach. efektywnosé w
tekstach.
...help in achieving ...pomoc w uzyskaniu | ...pomoc w
the effective results... pozadanych osiggnigciu
wynikow... efektywnych
rezultatow...
Chapter 4 focuses on Latin implicare | Rozdziat IV Rozdziat IV
the research koncentruje si¢ na koncentruje si¢ na
implications. skutkach badania. implikacjach
[implikacje blp, badania.

nastepstwa czegos; to,
co co$ spowoduje
implikacje czego$]

...necessary tools in Latin creare ...narzedzia ...narzedzia

the course creation... niezbgdne w niezbgdne w
tworzeniu kurséw... | kreowaniu kursow...

In the process of Latin syllabus ...W procesie pisania | ... W procesie

designing the progamu zajec. .. kreowania

syllabus... sylabusu...

2.2.2. Code switching
In the context of this study, switching between the language codes appears to be
a strategy to deal with not readily available L1 equivalents. The sentences in Table 19
specifically relate to the area of English language teaching (ELT). That specific
knowledge was acquired through the means of the English language what partially
explains why L1 production on the topics concerned with ELT is marked with cross-
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linguistic interaction. Some foreign items relate to elements of the English grammar,
which are untypical for Polish. To the most vivid examples of the latter category belong
phrasal verbs (rendered in Polish quite literally as czasowniki frazalne) and the names
for the English grammatical tenses, such as past simple and present perfect.

Some specific ELT terminology was originally developed in English. Those
terms, for the paucity of native expressions, have often been explained descriptively.
For instance, feedback is rendered as informacja zwrotna and washback effect has been
translated as sprzezenie zwrotne (Kruszewski, 1994). Yet another difficulty seems to be
posed by the lack of the corresponding ‘catch phrases’ in the native language. Let us
take as an example the expression learner training, which may be rendered into Polish
as szkolenie. However, for some bilinguals the term may connote the association with
formal professional training rather than being tutored in particular areas of the subject.
Perhaps that was the reason behind leaving the phrase learner training intact.

Table 19. Code switching

CODE SWITCHING (CORPUS DATA)

POLISH EQUIVALENTS

» Znajomos¢ angielskich czasownikow
typu phrasal verbs...

» Praca niniejsza zawiera rowniez
appendix...

» Nadmieniono rowniez o istotnym
znaczeniu zjawisk ‘backwash effect’
oraz ‘feedback’...

» ... ‘Learner Training’ odgrywa istotng
role w przygotowaniu do egzaminu.

» ...sprawdzenie (...) dwoch standardow
Jjezyka angielskiego: Received
Pronunciation oraz General American

().

» Badania zostaly zawezone do dwoch
struktur — the past simple i the present
perfect...

Znajomos¢ angielskich czasownikow
frazalnych/zwigzkow frazeologicznych...

Niniejsza praca zawiera rowniez
zalgceznik...

Nadmieniono rowniez o istotnym znaczeniu
zjawisk sprzezenia oraz informacji
zwrotnej...

...szkolenie uczniow odgrywa istotng role
W przygotowaniu ich do egzaminu.

...sprawdzenie (...) dwoch standardowych
wersji wymowy jezvka angielskiego:
brytyjskiej oraz amerykanskiej (_..).

Badania zostaly zawezone do dwoch
struktur — przeszlej i terazniejszej
dokonanej...

2.2.3.Lexical approximation

Lexical approximation is interesting not only as a side-effect of cross-linguistic
contacts but also memory functioning. As already mentioned, approximation is the
result of an attempt to activate the deactivated or dislocated language items. This
attempt returns inaccurate forms which approximate the target words particularly in
terms of the number of syllables and sounds which occur in them. Let us take as an
example items listed in Table 20. Approximating patterns found in the corpus data
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belong to the four major categories: the category of verbs, nouns, prepositions and

adjectives.

Table 20. Approximation

DICTIONARY DEFINITIONS

LEXICAL MISUSES

SUGGESTED
ALTERATIONS

Pod katem czegos (nie: kogo$) ze
szczegolnym uwzglednieniem
czegos$, ze wzgledu na co$

Spora czes¢ uczniow
postrzega kulture docelowq
pod kgtem pewnych
stereotypow...

Spora czes¢ uczniow
postrzega kulture docelowqg
przez pryzmat
Stereotypow...

Im wlasnosci to, co
charakterystyczne dla kogo$ lub
czegos, lepiej: wlasciwosci,
fizyczne, chemiczne ciat.

Te wlasnosé [miare
dyspersji] wykorzystuje sie
czasem do wyodrebnienia
w probie podgrup...

Te wtasciwosé
wykorzystuje sie czasem do
wyodrebnienia podgrup
proby...

opanowywa¢ opanowuje¢ (nie:
opanowywujg, nie: opanowywam).

...uczer OPANOWYWUje Nowy
system komunikowania sig...

...uczen opanowuje nowy
system komunikowania
sie...

praca celowa dziatalnos¢
cztowieka zmierzajaca do

Praca uczniow
W wypetnieniu

Wktad uczniow w badanie
kwestionariuszowe byt

akcentowac, uwydatnia¢
podnie$¢ wykonac¢ ruch do gory

narzedzia badawcze
skonstruowano w ten sposob

aby...

wytworzenia okreslonych dobr, kwestionariuszy byta anonimowy.
wykonywany zawod anonimowa.

wklad w co$ zaangazowanie w cos

podkreslaé Podnies¢ nalezy, ze Nalezy podkreslié, ze...

pojecie wyobrazenie o czyms,
poglad na co$

zjawisko co$ niezwyktego lub
kto$§ zadziwiajacy, wyjatkowy;
nierealne, pigkne widzenie senne
lub urojenie

Zjawisko strategii

Pojecie strategii

funkcja dziatanie, rola; praca,
obowiazki, stanowisko, funkcja
medidéw, telefonu, lekarza
pierwszego kontaktu

...OMOWIono szereg
czynnikow wphwajgcych na
funkcje spetniane przez
uczniow jak rowniez
nauczycieli...

...omowiono szereg
czynnikow wplywajgcych
na role spefniane przez
uczniow jak rowniez
nauczycieli...

elastyczny rozciagliwy; tatwo
przystosowujacy sie¢ do nowych
warunkow

...wigZe sig to z wigkszg
elastycznoscig mozgu...

...wigze sie to z wigkszq
plastycznosciqg mozgu...

Badania na — prace zmierzajace
do poznania czego$ za pomoca
analizy naukowej, badania na
zwierzetach, badania na jakim$
terenie, badania na temat...

Przeprowadzone badania na
uczniach klasy maturalnej.../
Badania przeprowadzono na
nauczycielach uczgcych w
szkotach
ponadpodstawowych.

Przeprowadzone badania
wsrod uczniow klasy
maturalnej.../ Badania
przeprowadzono wsrod
nauczycieli uczgcych W
szkotach
ponadpodstawowych.

nosi¢ doznawac czegos, odczuwac
co$ przez pewien czas;
przechowywac co$ w pamigci: kto$
nosi co$

Uczniowie (...) niosg
w sobie wszelkie typy
motywacji...

Uczniowie (...) noszg
w sobie rozne rodzaje
motywacji...
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Within the category of verbs, the verb postrzega [perceive] instead of rozpatruje
pod kgtem [consider with regard to] belongs to one of the most evident examples of
approximation. Both verbs connote similar meanings of considering, perceiving and
looking at some issues. However, in spite of these similarities, only the verb
rozpatrywaé collocates with the phrase pod kgtem in Polish. The verb podniesé¢ [to
raise] instead of podkreslic [to underline] (with reference to placing emphasis on
something) is another example. In that case, the target word was approximated in terms
of the physical structure, i.e. the identical initial syllable.

Approximations were also found in the area of morphology, which is claimed to
be the most resistant to cross-linguistic interferences language area. The word
opanowuje is an ill-formed variety of the infinitive opanowadé [to acquire]. In the same
vein, the verb nosi¢ is the approximation of nies¢ in the collocation nosi¢ w sobie cos
[have sth in you].

Some expressions may be regarded as semantic approximations. For example,
the phrase praca w [work in] is an approximation of the phrase wktad w [contribution
to]. It may seem that the content was of much greater priority than the actual form in
which it was conveyed. Further examples from Table 20, such as zjawisko strategii [a
phenomenon of strategy] instead of pojecie strategii [the term strategy], funkcje
uczniow [learner functions] instead of role uczniow [learner roles] are lexical misuses
which approximate target words and so the reader is able to guess the intended meaning
without a considerable effort.

Sometimes, the number may contribute to misuses. For instance, the noun
wlasnos¢ [property] in the singular form describes possession, however, in the plural it
may refer to the features of something and is synonymous with a similar Polish word
wlasciwosci. Thus, the plural forms of wlasciwosci and wlasnosci mean the same with,
nonetheless, strong dictionary indication that the former one is more accurate.

Within the area of adjectives, elastyczny [elastic] with reference to the learning
brain may be taken as a standard representation of adjectival approximations. The target
word was plastyczny [plastic]. The approximation is, most presumably, the result of the
physical similarity between the words. Finally, the preposition na [on] instead of wsrod
[among] in the phrase badania na uczniach [research on learners] may also be
categorized as an instance of approximation. The noun badania may collocate with
either of the prepositions in question, however, not without the change in meaning. The
preposition na connotes a more literal sense of experimenting physically on the
subjects. In the case of a survey it would be better to use the preposition wsrod [among]
to indicate the group of subjects whom the survey concerned.

Although the above expressions were used as examples of approximation, one
may not rule out mechanisms other than approximation that played a role in their
production.

2.2.4. Meaning extension and narrowing
In the light of this study, in many cases, the meaning extension and narrowing
may be approached as subcategories of loan translation and approximation. The
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linguistic interferences lead to the production of language units which are inaccurate
and as such broaden or narrow the meaning of words.

Some lexical items presented in Table 21, such as wyposazy¢ [equip], are loan
translations. The meaning of the verb wyposazyé is quite literal and refers to the act of
providing someone with something. However, in the corpus it was used to describe the
learner possession of various types of motivation thus relating the word to a much wider
context. On the other hand, there are examples of lexical overuse which do not seem to
be the direct result of approximating or translating mechanisms. The particle wreszcie
[at last] may not be used as a conjunction (as it is in the example in Table 21) either in
English or Polish. Neither does it resemble any conjunction which may be compared
with the target pattern that could be approximated. What is more, it exists in both
languages as a form of exclamation. The word dzieki [thanks to] implied the positive
result of someone’s action. Nonetheless, in the corpus data it was used in the phrase
carrying the negative meaning and in consequence, the positive outcome was owed to
students” minimal engagement.

Table 21. Change of lexical meaning

DICTIONARY CORPUS DATA SUGGESTED
DEFINITIONS ALTERATIONS
wyposazy¢ oficj. Rodzaje motywacji w ktore Rodzaje motywacji, ktorymi
zaopatrywacé w cos, wyposazeni sq uczniowie do uczniowie kierujq si¢
dostarcza¢ komus co$ nauki jezyka obcego... w nauce jezyka obcego...

potrzebnego: w tym zn.
wyraz naduzywany

wreszcie partykuta ...zaprezentowano cele ...zaprezentowano cele
ekspresywna, wskazujaca, | Zatozenia pracy, grupy i zatozenia pracy, grupy
ze co$ powinno trwac krocej | uczniow uczestniczgcych uczniow uczestniczgcych
niz trwa; partykuta w badaniach, wreszcie metody | w badaniach oraz metody
ekspresywna wyrazajaca badawcze. badawcze.
zniecierpliwienie

Dzieki komus$/czemus ...dzieki mniejszemu wktadowi | ...z mniejszym wkladem
(meaning the positive reason | pracy ucznia. pracy ucznia

of sth)

It is difficult to arrive at the particular causes of those lexical misuses. They
might, however, pinpoint Cook’s (1992) assumption that bilinguality is a hybrid
formation of mind, whose linguistic rules and regulations are in their own right and their
comprehension may not lead through the analysis of the relationships between the two
languages.

2.3. Textstructure and style
The sentence structure, as presented by Grzegorczykowa (1999), is based on the
semantic and syntactic features of the verb as the most vital elements of the sentence. It
Is the verb with its characteristics that constitutes the core building foundation of the
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sentence. Two essential processes include connotation, i.e. the demand of the presence
of a particular word or structure and accommodation, i.e. adjustment of the words in
terms of the form. As noticed by Grzegorczykowa, the changes in the area of syntax
often entail semantic changes. Those syntactic-semantic inter-dependencies are the
primary focus of this section.

Table 22. Sentence structure

ORIGINAL SENTENCE IN CORPUS

SUGGESTED CORRECTION

...wiedze pedagogiczng mozna wykorzystac
W procesie nauczania jezyka obcego dzieci
przedszkolnych.

...jest  warunkiem  koniecznym  dla
dostatecznego stopnia osiggniecia
kompetencji jezykowej...

...przywiqzujqc zbyt duzq role do teoretycznej
znajomosci gramatyki...

... W pewnej dziedzinie (...) okazata si¢ byé
lepsza grupa ogdlna.

...proces palatalizacji przedstawiony jest
z punktu widzenia fonetycznego...

Rozdziat drugi prezentuje,
konsekwencje  przynosi w
adaptacja testow jezykowych.

jakie
praktyce

...praca traktuje o sposobach postepowania
ze stabym uczniem w nauce jezyka obcego.

Inne natomiast, decyzje takie pozostawiajg
organowi nadzorujgcemu prace nauczycieli,
ograniczajgc tym samym role nauczyciela
do osoby, ktora wylgcznie wykonuje
powierzone jej obowigzki.

...wiedze pedagogiczng mozna wykorzystac
W nauczaniu dzieci przedszkolnych jezyka
angielskiego.

...jest  warunkiem  koniecznym, Zeby
osiggng¢ dostateczny stopienn kompetencji
Jjezykowej...

...przywigzujgc zbyt duzq role do znajomosci
teorii gramatyki...

...w pewnej dziedzinie (..) grupa ogolna
okazala si¢ lepsza.

...proces palatalizacji przedstawiono
w oparciu o wiedze 7 zakresu fonetyki...

Rozdzial drugi prezentuje konsekwencje,
jakie przynosi adaptacja testow jezykowych
w praktyce.

...praca traktuje o sposobach postepowania
z uczniem stabym w nauce jezyka obcego.

Natomiast inne, pozostawiajq takie decyzje
organowi nadzorujgcemu prace nauczyciell,
sprowadzajgc tym samym rolg nauczyciela
do wykonywania wylgcznie powierzonych
Jjej obowigzkow.

Numerous sentences in the corpus data were found to be complex in terms of the
content and form. That complexity was additionally exacerbated by the disorganized
sentence structure (Table 22).

In the first sentence, the verb nauczaé¢ [to teach] is ditransitive, i.e. it has two
positions for indirect object and direct object. In Polish, the verb nauczac¢ shoud first be
followed by the NP describing the recipients of the teaching process (i.e. children) and
then the NP describing the subject being taught (i.e. English). This order was ignored in
many sentences.
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The Polish language is inflectional which means that it makes use of inflections
to signal the relationships between the words in a sentence (therefore the order of words
is often optional). This premise, however, seems to have been taken for granted in many
structures found in the corpus data. For instance, in the second sentence, not only the
noun phrase warunek konieczny does not form a collocation with the preposition dla but
is additionally modified by the verbal noun phrase (Table 22).

The major function of adjectives is to modify nouns. Adjectives then appear
before head nouns which they modify. Placing an adjective before any noun may
produce the meaning divergent from the intended sense. For example, in the third
sentence in Table 22, the intended phrase zrnajomos¢ teorii gramatyki [the knowledge of
the theory of grammar] was turned into teoretyczna znajomosé gramatyki [the
theoretical knowledge of grammar]. In the same vein, in the fifth sentence, the adjective
fonetycznego occupies the position of a noun and negatively affects the sentence style .

In the fourth example, sentence style was affected by overproduction of the word
by¢ (already discussed in section 3.5 of this chapter). In sentences 6 and 7, the word
order was changed in order to improve the sentence structure and style. The last
sentence in Table 22 is an interesting example of the structural and semantic chaos
caused by a random order of language items. As a result, one must interpret the meaning
of the sentence and re-write it, reordering the words in a logical sequence.

2.3.1.0verproduction and underproduction

The main premise behind summary writing, as discussed by Marzec-Stawiarska
(2006), should be employing a limited number of words to convey the most essential
information. A summary text should be brief and concrete. The corpus data suggest that
summary writing may be challenging, especially when it concerns the formal style and a
longer piece of text. For some reason, the level of formality was realized through
complex phrases overloaded with vocabulary. Brevity, on the other hand, was
maintained through underproduction. It may be assumed that extensive writing, yet
insufficient development of sentence structures may be, to some degree, a psychological
phenomenon. Students might associate complex structures with formality and
underproduction - with brevity, and resorted to them in summary writing for MA theses.

The sentence patterns in Table 23 are examples of overproduction and
underproduction. In the first sentence the brevity was achieved through the use of an
adjective before the first noun although it should be related to the following noun. In
consequence, the meaning obtained was the qualitative part of the research instead of
the part describing the qualitative research. Considering the second example, the word
podsumowanie [conclusion] was personified by the verb stwierdza [states], which may
count as a logical error because inanimate objects are not capable of performing
cognitive acts, such as stating.

Undoubtedly, underproduction often occurs as a side-effect of the attempt to
contain complex information in the possibly smallest number of words. The two final
sentences in Table 23 are overproductions in the area of single lexical items, like
czasookres [the timeperiod] and overproductions in terms of loaded phrases, such as the
verbal adjective uczgcey (si¢) [learning] before the noun dyslektycy [dyslexics], thus
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producing a rich-looking, but stylistically awkward pattern. What is more, the main verb
znajdujg and the verbal adjective uczgcy both require a separate reflexive pronoun sie
and may not share it as they do in the example. The missing reflexive pronoun may
count as underproduction. However, the phrase with two reflexive pronouns: znajdujg
sie uczgcy sie would still be representative of distorted style.

Table 23. Language overproduction and underproduction

LANGUAGE OVER- AND UNDER- SUGGESTED CORRECTION
PRODUCTION

Celem czesci  jakosciowej badan jest | Celem czesci pracy, opisujgcej badania
przedstawienie i analiza efektywnej pracy | jakosciowe, jest przedstawienie i analiza

nauczycieli w szkotach panstwowych efektywnej pracy nauczycieli w szkotach
I prywatnych. panstwowych i prywatnych

Podsumowanie stwierdza, ze ... W podsumowaniu autor stwierdza, Ze...

...w okreslonym czasookresie... ...W okreslonym czasie...

Sytuacji, w jakiej obecnie znajdujq uczgcy | W obecnej sytuacji, w jakiej znajdujq sie
sig dyslektycy... dyslektycy...

2.3.2. Coherence

Coherence was typically distorted in lengthy sentences. Some of those sentences
represented a set of loosely connected ideas. To provide an example, the first sentence
in Table 24 might be successfully divided into two separate sentences. Otherwise, the
expressions sposob nauczania [the way of teaching] and pefnione role [performed
roles] should accommodate to the preceding phrase odpowiedzialnos¢ za [the
responsibility for] as shown in the suggested correction. Furthermore, the information in
the last part of the sentence about the mutually exclusive character of the teacher roles
should post-modify the head noun role [roles] as an additional piece of information
separated by a comma.

The second sentence in Table 24 is a perfect example of how coherence may be
distorted in a lengthy sentence. The sentence in question has the length of a paragraph
and may be equally well divided into smaller sentence units. However, for the sake of
brevity, it may be left as a clause joined by the conjunction i [and] without any
superfluous comments, such as obejmuje on, bowiem to, which effectively hamper the
comprehension.
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Table 24. Coherence

ORIGINAL SENTENCE IN CORPUS SUGGESTED CORRECTION

1. ...na nauczycielu spoczywa ...na nauczycielu spoczywa

odpowiedzialnos¢ za sposob, w jaki uczy,
role, jakie petni on w klasie czesto
wzajemnie si¢ wykluczajq.

. Termin ‘nastawienie jest tu uzyty
w szerokim znaczeniu, obejmuje on,
bowiem to, czym jest kultura dla uczniow
i jaka jest jej rola w nauce jezyka obcego,
znajomos¢ kultury brytyjskiej i
amerykanskiej, uczucia i opinie na temat
tej kultury, oczekiwania zwigzane z jej
naukq, tendencje do stereotypizacji jej

odpowiedzialnosc za sposob nauczania
i pelnione role, ktore czesto wzajemnie si¢
wykluczajg.

Termin ‘nastawienie’ jest tu uzyty

w szerokim znaczeniu. Obejmuje on
znajomosd i nastawienie do kultury
brytyjskiej i amerykanskiej, a takze
odczucia, opinie i oczekiwania zwigzane
z naukgq o kulturze i spoleczenstwie oraz
z zawartosciq podrecznika do jezyka
angielskiego.

przedstawicieli i opinie na temat tresci
kulturowych podrecznika do nauki
jezyka angielskiego.

2.3.3.Monostylism

Wielki Stownik Poprawnej Polszczyzny (2004) defines textual style as the way in
which the linguistic material is put together. Stylistic correctness is evaluated on the
basis of three main criteria which include clarity, simplicity and conciseness. Clear style
Is easy to understand because it is built on the premise of the logical order of
presentation, it lacks language errors and consists of single rather than complex clauses.
Simplicity is a feature of the text which consists of simple syntactic structures without
many borrowed, sophisticated or abstract words. The level of language formality must
also be adjusted to the given context. Finally, the text should neither be too long nor
include any unnecessary or repetitive phrases. The paucity of stylistic devices and
overuse of informal register are, according to Dressler (1991), symptomatic of
monostylism. Tables 25-26 contain examples of stylistically distorted sentences.

The first observation that may be made on the basis of the sentences in Table 25
Is that the style of the sentences is rather informal and as such inappropriate for a formal
piece of writing. Some sentences resemble free speech rather than academic language.

Table 25. Degree of text formality

SENTENCE PATERNS (CORPUS DATA) | SUGGESTED CORRECTION

» Uczniowie majg problemy 7 wyraZeniem
tego, co chcg powiedzieé, a jako pierwsi

Uczniowie ci jako pierwsi przystgpiq do
nowej, zreformowanej matury, mimo Ze nie

przystepujq  do nowej, zreformowanej | uzyskali adekwatnego przygotowania...
matury...

» ..swiadomy problemu nauczyciel moze | ...swiadomy problemu nauczyciel moze
umozliwié¢ znaczne rozwiniecie | znacznie wplyngé na rozwdj kompetencii

kompetencji leksykalnej...
» Informacje te pomogty zweryfikowaé to, w
Jjaki sposob teoria ma sie do praktyki.

leksykalnej...
Informacje te pomogly ocenié¢ zastosowanie
teorii w praktyce.

95



Apart from the colloquial language, the corpus data contain a significant number
of repetitions as shown in Table 26. The most notorious examples include the verbs
dotyczy¢ [concern] and uzywadé [use] which were rarely replaced with other synonyms.
In the realm of nouns, the word nauka was used to denote both learning and teaching
instead of other, more distinctive expressions, such as wuczenie sie [learning] and
nauczanie [teaching]. Other commonly occurring, lexical repetitions include implikacje
[implications], efekty [effects] and ewaluacja [evaluation]. Perhaps the most intriguing
repetition in Polish is the passive voice structure with the verb to be and past participle.
Although such passive voice is allowed by the Polish language rules, it is the
impersonal passive, which is more adequate in Polish formal contexts.

Table 26. Language overuse and repetition

REPEATED/OVERUSED WORDS AND | SUGGESTED CORRECTION
STRUCTURES

Dotyczgcy, dotyczyd

...problemy dotyczgce kreatywnego pisania... | ...problemy zwigzane 7 kreatywnym pisaniem...

W pracy podane sq sugestie dotyczqce W pracy podane sq sugestie odnosnie

wprowadzania nauki... wprowadzania nauki...

...w celu uzyskania informacji dotyczgcych ...w celu uzyskania informacji na temat

Swiadomosci respondentow... Swiadomosci respondentow...

Praca niniejsza dotyczy.../Zagadnienia te Praca niniejsza zwigzana jest z.../

dotyczg.../...poglgdow dotyczgcych... Zagadnienia te odnoszgq si¢ do.../
...poglgdow co do...

Uzywaé

...kobiety bedq uiywaly wyltgcznie stylu ...kobiety bedqg postugiwaly si¢ wylgcznie

typowo kobiecego... typowo kobiecym stylem...

...uzywajgc komputera w procesie uczenia ...wykorzystujqc komputer w procesie

sie... uczenia sie...

Uzywamy ich [komputerow] zarowno do Korzystamy z nich [komputeréw] zaréwno

pracy jak i do zabawy... do pracy jak i do zabawy...

...konsekwentnie uzywano czterech stow ...konsekwentnie stosowano cztery stowa

tabu... tabu...

Nauka

...lekcje poswiecone nauce kolokaciji... ...lekcje poswiecone nauczaniu kolokacji...

...trudnosci w nauce jezyka angielskiego... ...trudnosci w uczeniu sig jezyka

angielskiego...

...opis strategii uzywanych przy nauce jezyka | ...opis strategii stosowanych
obcego... W opanowywaniu jezyka obcego...
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Ewaluacja

Zrédlo ewaluacii... Zrédto oceny...

Proces ewaluacji materiatow nauczania... Proces oceniania materiatow do nauczania...
Sposoby ewaluacji efektywnosci... Sposoby oceniania skutecznosci...

Efekt

...wprowadzona reforma (...) zmienita system | ...wprowadzona reforma (...) zmienita
kontroli efektow tego procesu. system kontroli wynikéw tego procesu.

Other repetitions

...zarysowano teorie strukturalizmu, czyli ...zarysowano teorig psychologii uczenia
teorie jezyka i behawioryzmu, czyli teorig sie, ze szczegolnym uwzglednieniem
psychologii procesu uczenia sie... strukturalizmu i behawioryzmu...
...wykazanie réznic w uczeniu sig jezyka ...Wykazanie roznic w przyswajaniu
obcego przez dzieci i dorostych , stownictwa obcojezycznego przez dzieci
z uw'zglgdnzenzem réznic W przyswajaniu i dorosiych,

obcojezycznego stownictwa.

Passive voice structure

Cala analiza tematu zostala oparta na Calq analize tematu oparto na ankiecie...
ankiecie...

Including the agent in the passive voice

structure

..material prezentowany przez nauczycieli... | --- Zaprezentowany materiat...

Some phrases were awkward in terms of lexical constructions and lexical use.
Examples of them are shown in Table 27.

Table 27. Awkward phrases

DICTIONARY CORPUS DATA SUGGESTED
DEFINITION CORRECTION
Niemozno$¢ Uzyskane rezultaty (...) | Uzyskane wyniki potwierdzajg,

brak sprzyjajacych warunkow | potwierdzajq — niemoinosé¢ | Ze  nie  moZna  znaleié
do zrealizowania czego$; | znalezienia tzw. metody | idealnego rozwigzania.

niezdolno$¢ do czynu idealnej.
Postawa ..przedstawitam  czynniki | ...przedstawitam czynniki jakie
zachowanie, postgpowanie, | jakie mogg mie¢ wplyw na | mogg  mie¢  wphw  na
stosunek cztowieka do zycia | Ksztattowanie si¢ postawy | ksztattowanie — sie  postawy

lub pewnej wyrdznianej uczqcych si¢ wobec | uczqcych si¢ wobec rozwijania

sfery zjawisk, zachowanie, komputera jako pomocy | kompetencji  jezykowej  z

postepowanie; postawa naukowej... pomocq komputera...

wobec kogos/czego$

Tenze — ten sam Omawia wyniki egzaminu | Omawia wyniki  egzaminu
maturalnego oraz opisuje | maturalnego oraz  opisuje
sylwetki  tychze, jak 1| sylwetki maturzystow, jak i
metody i procedury... metody i procedury...
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The phrases presented in Table 27, such as niemoznos¢ znalezienia [inability to
find], must have been the result of either the search for more sophisticated means of
expression (although an unsuccessful one) or they could be an outcome of translation
mechanisms and the unavailability of the Polish equivalent. The phrase postawa wobec
komputera [attitude toward the computer] is an example of over-extension of the
collocation postawa wobec kogos, czegos [attitude toward sb/sth]. One has attitudes
towards people and towards various phenomena, problems and issues, etc. However, it
is difficult, if not impossible, to talk in terms of attitudes toward inanimate objects
which have no capacity to interact with one’s beliefs, emotions or decisions, what the
phrase implies. The third example in Table 27 may have been an attempt to omit the
repetition of the sentence subject. However, in this context the antecedent of the plural
demonstrative tychze [those] is unclear.

The following paragraph serves as an example of a complex sentence overloaded
with information and undivided into smaller and more comprehensible units:

Porownanie zdolnosci jezykowych dwoch klas dokonane wedtug skali
uczniow, nauczycieli i badajgcego wykazato olbrzymie rozbieznosci w
ocenach: grupa o profilu humanistycznym ocenila swoje zdolnosci
Jjezykowe wyzej niz grupa ogolna, gdy tymczasem oceny nauczycieli w
dwoch klasach tylko w nieznacznym stopniu roznity si¢ z ocenami
badajgceqo.

The colon sign which is normally used to introduce explanation and examples, is
followed by, what seems to be, the presentation of background context (i.e. information
about the difference in judgment between the students, teachers and researcher). For the
sake of clarity, the whole paragraph was divided into three independent sentences and
the missing elements of the sentence were restored:

Zdolnosci jezykowe dwoch klas porownano wedtug skali uczniow,
nauczycieli i badajgcego. Porownanie wykazato olbrzymie rozbieznosci w
ocenach dokonanych przez uczniow: grupa o profilu humanistycznym
ocenita swoje zdolnosci jezykowe wyzej niz grupa ogolna. Natomiast
oceny wystawione przez nauczycieli w dwoch klasach roznily sie w
nieznacznym stopniu z oceng badajgcego.

Let us consider another example in which the sentence agreement was disrupted
because of ignoring the capacity of a sentence to contain a limited number of concepts.
The grammatical relationships between and within the noun and verb phrases were not
maintained due to excessive information in excess.

Rozdzial drugi i trzeci stanowiq opis i analize odpowiedzi na pytania
zawarte w kwestionariuszu przeprowadzonego wsrod uczniow liceum
ogolnoksztalcgcego oraz opis rezultatow otrzymanych na podstawie
kwestionariusza dla nauczycieli jezyka angielskiego.

The above clause contains information about the questionnaire conducted among
learners and teachers. As observed, apart from the final full stop mark, the text does not
contain any other punctuation marks. Additionally, the wrong inflection of the verbal
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adjective przeprowadzonego blurs the general meaning. The sentence complexity,
punctuation and morphology have been repaired in the following way:

Rozdzialy drugi i trzeci stanowiq opis i analize wynikow badania
kwestionariuszowego,  przeprowadzonego wsrod —uczniow  liceum
ogolnoksztalcgcego oraz nauczycieli jezyka angielskiego.

The sentence length was reduced by referring the research context to both
teachers and learners instead of relating one part of the clause to learners and the other -
to teachers. In this way the sentence meaning was improved and the sentence length -
sensibly minimized.

The next sentence, which is an excerpt from the longer sentence, is an example of
intra-sentential disagreement. The main focus was placed upon the part of the clause in
which the noun podsumowanie [summary] should modify other words in the genitive
case:

(...) czwarty rozdzial poswiecony jest podsumowaniu  projektu
badawczemu ¢(...).

In grammatical terms, the adjective badawczemu modifies the noun
podsumowaniu instead of the noun projektu [project] and should be amended in the
following way:

(...) czwarty rozdzial poswiecono podsumowaniu projektu badawczego

(...).

In the similar way, the following examples 1 and 2 have been restored in points
la and 2a.

(1)  [Pracaj(...) dostarcza narzedzia niezbedne w kreowaniu kursow.
(la) [Praca] (...) dostarcza narzedzi niezbednych do tworzenia kursow.

(2)  Respondenci podzieleni zostali na dwie grupy, uczniowie i
nauczyciele jezykow obcych.

(2a) Respondenci podzieleni zostali na dwie grupy: uczniow i nauczycieli
Jjezykow obcych.

To sum up, the linguistic problems discussed in this section frequently stood in
opposition to the premises of building the quality style. Intra-sentential disagreement
and complicated clauses blurred the textual clarity and hampered comprehension. The
use of superfluous language and sophisticated phrases contradicted the premise of
simplicity. The length of sentences with extra explanations and comments did not meet
the criterion of conciseness. Finally, the level of formality was not adhered to. Those
features indicated disturbances of style and, to a certain extent, they also manifested
monostyle, especially through repetition of FL vocabulary and structures.
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2.3.4.Punctuation
In terms of punctuation, avoidance was the most meticulously applied strategy.
The lack of the necessary minimum of the punctuation marks and their misuse may only
add to the complexity and ambiguity of paragraphs. In many such cases, leaving
different concepts undivided made them difficult for the reader to follow. Let us
illustrate the point with the following sentence:

Praca niniejsza poswiecona jest nauczaniu jezyka angielskiego w zespole
dwuosobowym sktadajgcym sie z nauczyciela pochodzgcego z kraju
anglojezycznego (tzw. native speakera) oraz neofilologa, nierodowitego
uzytkownika jezyka czyli w praktyce polskiego nauczyCiela jezyka
angielskiego.

Not only is the sentence long and complex but it lacks commas and shows
inconsequence in the use of the punctuation marks. The additional information about the
native speaking teacher has been placed within the brackets, whereas the same type of
information regarding the FL teacher has been separated with a comma. Having
introduced slight improvements, the sentence took on a new shape:

Niniejszq prace poswiecono nauczaniu jezyka angielskiego w zespole
dwuosobowym, sktadajgcym sie z rodowitego nauczyciela jezyka
angielskiego (tzw. native speakera) oraz polskiego neofilologa.

Sometimes the misused punctuation changed meanings. For instance, the
following sentence:

Praca ta sktada sie z czterech rozdziatow, jednego teoretycznego i trzech
praktycznych.

presupposes the existence of eight chapters. Four of them are unspecified chapters, the
next one is theoretical and three are practical chapters. However, the whole thesis
consisted of four chapters and it was clear that the intentional meaning was different,
I.e. the first chapter dealt with some theory and the three remaining chapters dealt with
practical issues. To express that, however, the colon should be used, i.e.:

Praca ta sklada sie z czterech rozdzialow: jednego teoretycznego i trzech
praktycznych.

In the same vein, the hyphen, which introduces generalizations, was misused in
the following example:

Biorgc pod uwage brak perspektyw na zmiane aktualnych okolicznosci
ksztatcenia jezykowego w szkotach srednich — praca zwraca uwage na
potrzebe czestszego treningu leksykalnego w domu ucznia.

The clauses in the above sentence whose parts should be divided by a colon
rather than a hyphen (as no general idea follows it):

Biorgc pod uwage brak perspektyw na zmiang aktualnych okolicznosci
ksztatcenia jezykowego w szkolach srednich, praca zwraca uwage na rolg
zadan domowych rozwijajgcych stownictwo.
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Yet another sentence is an example of underproduction in terms of punctuation
and structure:

Co sprawia, Ze dwie osoby uczone w tych samych warunkach, czasie, z
tych samych materialow i przez tego samego nauczyciela osiggajg rozne
wyniki w nauce jezyka obcego.

The phrase Co sprawia, Ze... is used for questions, however, in this sentence it
ends with the full stop mark instead of the question mark. Also the comma separating
the parts of the clause was omitted. Additionally, the agreement error was made in
assigning the phrase w tych samych [in the same] in both plural noun warunkach
[conditions] and the masculine noun czasie [time]. The sentence was repaired in the
following manner:

Co sprawia, ze dwie osoby uczone w tych samych warunkach, tym samym
czasie, z tych samych materialow i przez tego samego nauczyciela,
osiggajq rozne wyniki w nauce jezyka obcego?

Another problem area was the use of small and capital letters. In Polish, the
former ones occur at the beginning of the sentence and in proper names. In English their
use is far more extensive and comprises the names of the days, months, languages,
nationalities, the first person singular, etc. Although the overuse of the capital letters
may be the result of interference from English, their use below may also be an outcome
of confusing the type of the school written in small letters with its proper name written
with capital letters:

(...) dla wuczniow drugiej klasy Liceum Ogolnoksztalcgcego i
Profilowanego oraz dla nauczycieli jezyka obcego.

Another category concerned the use of apostrophes to indicate the possessive
case with the foreign names. In Polish, the apostrophe is applied whenever the final part
of the name is not pronounced in the same way as it is spelled. One justification for
misusing apostrophes may be difficulty finding the proper pronunciation of the foreign
names as not all of them are listed in the dictionaries. On the other hand, the rules on
their use with foreign names in Polish may be insufficiently learnt as they are rarely
taught explicitly. The following possessive cases of the same name were written
differently by the same writer in two successive sentences:

(1) ... stowa Michaela Lewis’a...
(2)  ...zalozenia podejscia Lewisa...

Since the last letter of Lewis is actually pronounced, the latter graphical
representation is more accurate. The sentences, however, illustrate insecurity in the use
of apostrophe. What is more, the two forms of graphical representation suggest that the
writer was aware of the spelling options, however, their use was more intuitive than
knowledge driven.

The full stop mark at the end of the sentences was present in the whole of the
corpus data. However, the use of the full stop mark after numbers in phrases in the
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genitive case was either unlearnt or forgotten. In the following example, the missing full
stop mark was highlighted in red.

Temat zostal zrealizowany glownie w oparciu o kwestionariusze
przeprowadzone w grupie 40. studentow...

Punctuation sheds some more light on attrition of the learnt versus acquired
language elements. While it may be arguable whether certain content language items
have been learnt or acquired, punctuation is the area of language which is developed in
an instructed context. Thus, losing one’s competence in the realm of punctuation speaks
for the argument that formally learnt language items are ones of the first to be forgotten.

2.4. Sample summary texts
It may be claimed that an occasional use of a particular structure or phrase
illustrated on single examples may not be considered as a sign of language attrition as
there is always a range of psycho-linguistic factors at play during writing. However, the
question is how to interpret the ‘occasional’ errors when a significant number of a
variety of them occur in a relatively short text? The two sample texts below have been
chosen from the corpus data as examples.

The sample text 1 contains lexical misuses (both content words and
conjunctions), errors of coherence and logic, wrong punctuation, production of
complicated phrases, wrong word order and informal expressions. There are not many
repetitions of the same type of errors. However, the text style is affected by the total
number of different language errors. As a result, the short paragraph is quite difficult to
follow. The text lacks coherence and the reader has to make guesses about the
relationships within and between the sentences.

While the sample summary 1 represents a collection of various errors, the sample
summary 2 is slightly different in terms of the fewer number of different categories of
language misuses and more repetitions of the same lexical items and grammatical
structures. The text manifests the exclusive use of the passive voice structures
consisting of the verb to be and past participle. The paucity of lexical expressions may
be seen in repetitions of the word dotyczy¢ [concern] and uzytkownicy/uczgcy sie jezyka
obcego [FL users/learners].

Both texts contain vivid examples of punctuation errors. The colon mark in the
second text is used with one set of examples only, the capital letters are used after
hyphens and in the middle of the sentences, and commas are ignored even where they
are absolutely necessary (the missing commas are marked in red).
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Sample summary 1

W pracy tej omowiono szereg czynnikow wplywajacych na funkcie]_’,,--
spefniane przez ucznidw jak réwnie? nauczycieli, na podejscie do

wykonywanego zawodu oraz stosowanie techniki nauczania]

jezykow obcych w celu osiggniecia wymiernych wynikow. [Iednymi

z najwazniejszych sg tutaj okolicznosci w  jakich pracujg

mu spetniad. .

Nawet ie_r'.lil, to na nauczycielu spoczywa odpowiedzialnos¢ za *.
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Komentarz [abl]: Rzeczownik “funkge”
powinienzostad zastapiony reeczownikiem "rale”
poniewa? odnosi sigdo uczniow | naucycieli w tym
znaczeniu. [ The noun functions’ referring to
teachers and learners represents a lexiczl misuse

L and should be replaced with ‘roles’.

Komentarz [ab2]: Okreslenie nigjasne —
czytelnik nie wie o jakiej technice nauczania mowa.
/ Underproduction —the readeris not provided with
any information onthe kind of the teaching
technigue Ingquestion.

Komentarz [ab3]: Fragment niespdjny z
poprzednimzdaniem. Poczgtek zdania odnosisie do
do ,wynikdw" z poprzedniego 2dania. Jednakdalsza
czest opisu nie stanowi logicznejkontynuacji. / The
beginning of the sentence is logically incoherent
with the previous one. Itrefers to the noun
“wynikow’ results of teaching) and then suggests
the example of those results as “okolicznosci pracy’
(working circumstances).

‘[

.

Komentarz [ab4]: Brak przecinka. [ Lack of 2
comma.

Komentarz [ab5]: Brak dwukropka. [ Lack of 2
'| colon.

Komentarz [ab&]: Zapoiyczenie, ktdre mozna
'| zastapic bardziej zroZnicowanymiwyrazeniami, tj.:
| swykorzystanie®, sposdbprezentacji”. / There are
ather synonyms far that word which are not a direct
FL translation and which combine with the noun
‘materizty’ (materials), such as “wykorzystanie’,
. ‘sposdb prezentacji’.

[ Komentarz [ab7]: Miepoprawnyszyk zdania,
ktary powinien byc zmieniony na: ,Matomiast inne
instytucje, pozostawizja takie tegotypu decyzje..”.
[/ Incorrect word order, which should be improved
as follows: ‘Natomiast inne instytucje, pozostawizjg
. takietego typu decyzje..!

Komentarz [ab8]: Nadprodukcja leksykalna,
ktdra najprawdopodobniej mozna zastapic stowem
"dyrektor”. / Owerproduction —the organ
supervising teachers in this contest is probably “the
L director.

Komentarz [ab2]: Btzd logiczny: nie mazna
ograniczyt "roli* do "osoby”. J Logical error the
teacher ‘role’ may notbe reduced to a ‘peson’,
i which the sentence implies.

Komentarz [abl0]: Brak przecinka. / Lack of 2
comma.

Komentarz [abl1]: Zdanie niespdjne, powinno

zostaf rozdzielone na dwa odrebnezdania. |

Incoherent sentence. It should be divided intotwao
| separate sentences.




Sample summary 2

doswiadczajg uzytkownicy jezyka obcego. Zahamowania te [zcrstafy

jezyka obcegd kostali podzieleni }13 dwie grupy wiekowe —

i

b
-

mowienia, rowniez %_Dstaly podzielone }13 dwie Erup}i zgodnie z

kryterium wiekowym przedstawionym powyzej.

_________________ -

Czesc teoretyczna niniejszej pracy opisuje nastepujgce problemy
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.| 8Ee groupsisdivisioninto ‘all theoretical aspects’.

“. + past participle).

A letters are used instead of lowercase letters.

[ Komentarz [ab26]: Brak czasownika w zdaniu i

'
.

I, Komentarz [abl2]: Brak przecinka. / Lackofa
comma.

| Komentarz [ab13]: Naduzywanie strony bierne]

typowej dla . angielskiego [byE +imiestow bierny] /
| Oweruse ofthe English passive voice structure [tobe
+ past participle).

; Komentarz [abl14]: Naduzywznie strony biernej

;| typowejdlaj. angielskiego [byE + imiestdwhierny). /
;| Oweruse ofthe English passive voice structure [tobe
|+ past participle).

| Komentarz [abl5]: Powtdrzenie okreseniaz
‘| przedostatniego zdania. [ Repetition of the phrase
from the previous sentence.

.1 Komentarz [abl6]: Naduzywanie strony biernej

typowe]j dla j. angielskiego [byc + imiestowhbierny). /
Overuse of the English passive voice structure [to be
+ past participle).

-1 Komentarz [abl¥]: Nie poprawna fleksja:

,dorosli” zamiast ,dorostych” oraz brak preednka. |
Wronginflection: ‘dorcli® instead of "doroshych’ and
L Lack ofacomma.

Komentarz [ab18]: Btad logiczny. Zdznie
insynuuje, 2e konsekwenda podziztu uZytkownikow
jezyka obcego ze wigledu nawisk jest podzizt na
“wiszystkie zagadnienia teoretyczne”. [ Error of
logics—the sentence meaning is that the
consequence of dividing of the FL users intotwo

Komentarz [ab19]: Naduzywanie strony biernej
typowej dlaj. angielskiego [byc + imiestowbierny). /
Overuse of the English passive voice structure [to be

Komentarz [ab20]: Brak przecinka. / Lackofa
Comma.

-1 Komentarz [ab21]: Madprodukcja jezykows. |
Overproduction.

Komentarz [ab22]: Powtdrzenie wyrazenia.
Repetition of the phrase

Komentarz [ab23]: Btedy inte rpunkoyjne:
IMyEiniki postawionow miejscu dwukropek, duiz
litere powinna zastapic mata. [ Wrong punctuation:
hyphens are usedinstead of acolon and the capital

Komentarz [ab24]: Brak przecinka. [ Lack of 2
comma.

Komentarz [ab25]: Brak czasownika w zdaniu i
biad interpunkoyjny. [ Lack #fthe verbIn the
sentences and punctuation error.

bizd interpunkeyjny. [ Lack ofthe verbn the
sentences and punctustion error.

Komentarz [ab27]: Powtdrzenie stowa. |
Repetition of the same word.

Komentarz [ab28]: Powtorzenie stowa. |
Repetition of the same word.

Komentarz [ab29]: Powtdrzenie wyrazenia. /
Repetition of the phrase.




2.5. Discussion
The general observation which emerges from the corpus analysis is that the large
majority of the texts represent the tendency to repeat certain structures and vocabulary.
Different summary texts exhibited repetitiveness of different items what suggested the
paucity of the linguistic means.The most repetitive patterns included English passive
voice structures and sentences with the simple and continuous aspects of the verb to be.
Moreover, formal character of the text was often disrupted by informal expressions.
Switching from formal to informal style fits Dressler’s (1991) definition of monostylism
and may be symptomatic of L1 attrition. Monostylism is understood here as exploiting
the limited repertoire of linguistic means and as resorting to informal rather than
academic style whenever the writer experiences difficulty retrieving the target formal

patterns and vocabulary.

International words and structures were used with greater frequency. The items
shared across languages were apparently found unmarked, i.e. less exceptional in the
bilingual context. According to Seliger and Vago’s (1991) definition of L1 attrition
within the framework of the markedness theory, the preference of the unmarked L2
items over the L1 marked items may be symptomatic of L1 attrition. From the
perspective of a bilingual user, borrowed items, international vocabulary, structures
occurring in both languages, etc., have a wider distribution, i.e. relate to both language
systems and therefore may be considered less exceptional because they are used twice
as often. The preference for the ‘universal’ language items may also be explained in
terms of the brain’s cognitive functioning. Operating two languages entails the need for
the increased cognitive strain to maintain a wider range of synaptic connections and to
economize some of them. Such a perspective also accounts for the preference of the
items occurring in both languages over the language specific items.

Language repetitiveness, overuse of universal vocabulary, informal and
superfluous phrases, inconsistency in the use of punctuation, long and complex clauses
and lack of sentence agreement seem to compose a sort of hybrid language. In that
language the text informality is often disguised under the complex and superficially
sophisticated phrases. This assumption may be illustrated with the example:

Co wigcej, majgc pozytywny stosunek do pracy z komputerem w ogdle |
uiywajgc komputera W procesie uczenia si¢ jezyka angielskiego poza
szkolg, badani nie bardzo wyobrazali sobie mozliwosé uzycia tego srodka
dydaktycznego na zajeciach w szkole.

As can be observed, the attempt to adhere to the formal context, which was
partially achieved through the use of the phrases, such as proces uczenia si¢ [learning
process] and srodek dydaktyczny [didactic means], was unsuccessful because of the
informal expressions, such as nie bardzo wyobrazali sobie [they could hardly imagine].
Within the single sentence, there were frequent repetitions of the words komputer and
uzycie. Finally, the phrases, such as majgc pozytywny stosunek do pracy z komputerem
w ogdle [having the positive attitude toward working with the computer in general] and
mozliwos¢ uzycia tego srodka dydaktycznego na zajeciach w szkole [the possibility of
using this didactic means during the classes at school] are superfluous and their content
iIs blurred by the exaggerated and complex form.
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An illustration of approximate proportions between erroneous language patterns
found in the corpus data is presented in Figure 15. The majority of 32% of language
errors consisted of lexical misuses. 26% were syntactic errors whereas the wrong word
order was identified in 14% of the examples. Language overproduction and
underproduction as well as other style-related errors comprised 19% of erroneous
sentence patterns. The final 8% were structural loan translation, i.e. structural calques
(Arabski, 1996). Since the categories of syntactic and lexical errors were quite
extensive, the proportions between them are additionally presented in Figure 16.

Proportions of Language Errors

8% W Structural loan translation
(4]

9%
B Language Over- and

10% Under- production

Other Style-related Errors
14%

= Word Order
26%

M Syntactic Errors

B | exical Misuses
32%

Figure 15. Proportions of erroneous language structures.

In this study, in the lexical area, approximating patterns in the number of 35%
comprised the largest group of errors. The remaining errors consisted of borrowings in
17%, repetitions in 13% and lexical loan translation in 11%. Various instances of code
switching, casual language use and changes of meaning constituted less than 10% each.

In the similar context of study, Latkowska (2006) observed differences in the
lexical choices by bilingual and monolingual students. Her participants, also students of
English at the University of Silesia, appeared to have lost the ‘specificity of meaning’
when performing a picture-naming task in their L1. The students produced more diverse
answers than monolinguals, however, some of those answers were of little accuracy. In
other words, more diverse but less accurate meanings seemed to have been used as a
replacement for the specific, yet unavailable or difficult to retrieve terms. In
Latkowska’s study, the preference for L2 words and concepts was also manifested
through semantic extension and narrowing. Although those preferences were not
statistically significant, the observable divergence from the monolingual norm might be
symptomatic of - using Latkowska’s phrase - ‘underlying L2-induced restructuring
processes.’
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The results of this study and Latkowska’s (2006) study allow for a similar
assumption, i.e. approximation, repetition, lexical borrowing and translation appear to
have been applied to make up for the specific terms, which were unavailable at the time
of language production. The outcomes of both studies support the notion of different
linguistic processes operating in bilingual minds. Latkowska does not consider the
results of her study as a confirmation of attrition in progress but rather believes them to
be evidence for Cook’s (2003) multicompetence model and a different state of mind.

Lexical errors Syntactic errors

V + Obj.
Lexical

approximations N + Obj.

M Borrowings V + Prep

B Repetitions Prep. + N
M Conjunctions
Lexical loans

BV +N

B Code switching
N + Prep.

m Colloquial

. M Adj. + Prep.
expressions

B Semantic changes mV + Inf./Clause

B Adj].+N

Figure 16. Proportions of categories of errors.

In the area of syntax, disturbances in verb + object constructions were noted in
the number of 20% of all identified errors whereas noun constructions with objects
constituted 18%. Errors in the area of the verb + prepositional phrases comprised 14%
of all structural errors and the wrong use of conjunctions was identified in 14% of them.
The proportions of the remaining categories were less than 10% each. Figure 16 shows
the proportions of the number of different errors identified within those categories.

Yagmur (2004) investigated production of syntactic structures by the immigrant
Turkish in Australia with a ‘relativisation production task’. The study showed that the
immigrant group obtained weaker scores than the native control group. What is more,
some immigrant L2 users focused on meaning more than on the form. Yagmur’s
findings are particularly relevant to this study in which focusing on meaning rather than
form has been noticed, too.
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The syntactic errors identified in the corpus clearly denoted problems with
language control. However, as widely claimed (e.g. Seliger and Vago, 1991; Kopke and
Schmid, 2004), although the knowledge about language which underlies competence
may remain intact, the retrieval processes may result in the reduced control over
language production. Hence, attrition in written production may be due to controlling
difficulties rather than deterioration of tacit knowledge.

The summary texts discussed in this chapter contained a wide range of content
and structural errors, which have been described and discussed in this chapter. The
corpus analysis showed that lexical and structural repetitions were common elements in
language production. In consequence, the paragraphs often lacked variety in terms of
linguistic devices. The preference for international vocabulary and loan translation
indicate that L1 production was under constant revision of the FL system. It is
noteworthy that the summary texts were not produced in an instructed setting under
time pressure, i.e. not when concentrating would be easily distracted and the allocated
time insufficient for diversified language output.

The corpus data consisted of the texts which were re-read and re-written by the
students before they were finally submitted. The fact that the number of language errors
remained may be regarded as indication of the reduced L1 control. Obviously, there
might be voices claiming that the language patterns found in the corpus in this work do
not result from attrition but multicompetence. In terms of Cook’s (1992) theory of
multicompetence, bilinguality is a different state of mind, which may not be compared
to the monolingual norm and which leads to the use of non-standard language patterns.
Therefore, the question which needs to be addressed is the question about about the
boundary between L1 attrition and multicompetence and criteria for differentiating
between the two. In other words, it seems essential to find out where attrition ends and
where multicompetence begins.

The theory of multicompetence discussed earlier in this work emphasizes that a
bilingual should be expected to use the native language in a different manner than a
monolingual L1 user. Production by multilingual speakers may contain non-standard
forms, borrowings, meaning extension, etc. Nonetheless, it sounds reasonable to assume
that language production must adhere to the prescribed L1 principles. Factors such as
linguistic negligence and forgetting language rules should not be excused under the
disguise of multicompetence.

The summary texts’ analysis has shown that the level of L1 performance is not
necessarily characterized by the frequency with which the same language errors appear
in the text but by the range of different errors and inconsistency of their occurrence. The
apparent randomness in the use of various non-standard language patterns may signal
loss of L1 control and erosion of L1 knowledge. Punctuation, being used inconsistently
or avoided, belongs to the most feasible examples. Problems with L1 control are also
seen in sentence disorganization. It must be emphasized that although the Polish
language is inflectional, there are still certain syntactic rules to adhere to. There have
been contexts in which those rules seem to have been be largely ignored. Additionally,
casual and unnecessary language with a number of lexical misuses constituted the
transgression of the prescribed norm for the formal piece of writing.
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Although the corpus data contained a great deal of linguistic deviations,
innovations and FL influences, it is my belief that explaining them in the onset as
multicompetence would pose a danger of categorizing L1 negligence as a product of
bilingualism. One should speak of multilingualism only when enough effort is invested
in maintenance of languages. Loss of language items because of negligence may only be
referred to as attrition. The presented results allow for an assumption that attrition might
be present at the level of L1 production by proficient FL users in the L1 context.

3. Sociolinguistic questionnaire

As mentioned, the sociolinguistic questionnaire was constructed to provide the
background description of the students and their self-perception of L1 and FL
proficiency. The questionnaire also elicited information about the contexts of L1 and FL
dominance and motivation to develop FL and maintain L1. The students were asked
about the acquaintance with the term ‘attrition’ in order to eliminate any knowledge-
driven responses.

3.1. Contexts and amount of L1 versus FL use
GROUP A

The dominant language in Group A was Polish in all the contexts except the
university environment. Interactions with family, friends and the inner speech were
mainly conducted in Polish. All the informants who owned pets spoke in L1 to them.
Those students who worked (including teachers) also used L1 with much greater
frequency than FL. Overall, FL use among the first year university students remained at
a much lower level than in the case of L1 and the dominant language was definitely
Polish.

Table 28. Average use of languages in various contexts in Group A

CONTEXT AVERAGE USE OF ENGLISH | AVERAGE USE OF POLISH
WORK 3.6% 17.3%

UNIVERSITY 70.5% 29.5%

FAMILY 6.5% 93.5%

FRIENDS 12.9% 87.1%

PETS 0% 53%

INNER SPEECH 29.4% 70.6%

GROUP B

In Group B, English was predominantly used in the university context. Similarly
to the first group, Polish was the dominant language for family interactions, social
contexts, pet-talk and inner speech. The average FL and L1 use in various contexts is
presented in Table 29.
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Table 29. Average use of languages in various contexts in Group B

CONTEXT AVERAGE USE OF ENGLISH | AVERAGE USE OF POLISH
WORK 12.5% 20%

UNIVERSITY 67.2% 32.8%

FAMILY 3% 97%

FRIENDS 27.5% 72.5%

PETS 3.3% 46.7%

INNER SPEECH 33% 67%

It is interesting to note that the amount of English use increased in professional
and social contexts and rose slightly in the cases of inner speech and pet talk when
compared to Group A. However, it must not escape notice that L1 remained dominant in
all contexts except university. This was an expected proportion which showed the
specificity of FL as the language of instruction in the university context. However, the
amount of FL use in other situations, such as conversations with friends, colleagues and
inner speech was on the increase. At the same time, the amount of FL use at the
university showed a slight decrease when compared with Group B.

GROUP C

In Group C, the interactions within the students’ families as well as with friends
were held in similar proportion as in the first two groups. The mother tongue was
predominant in 94% of family exchanges and in 86% of interactions with friends. It
may not pass unnoticed that the number of students working as teachers rose from
approximately 21% in Group A through 32% in Group B to 47% in Group C. In a
similar vein, the average amount of FL use in the professional environment rose from
approximately 3% in Group A through 12% in Group B to 32% in Group C. It comes as
a surprise that the use of English at the university faced a steady decline from 70.5% in
the first group to 60% in the last group. In comparison with the previous groups, the FL
use was decreasing and L1 use - increasing despite a better level of FL proficiency.

Table 30. Average use of languages in various contexts in Group C

CONTEXT AVERAGE USE OF ENGLISH | AVERAGE USE OF POLISH
WORK 32% 15%

UNIVERSITY 60% 40%

FAMILY 5% 94%

FRIENDS 14% 86%

PETS 0,23% 59%

INNER SPEECH 20,5% 53,5%

OTHER: on holidays 0,8% 5%
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GROUP D

In Group D, the results showed a further decline in the amount of the FL use in
the university and social contexts. The language of communication between family
members and with pets was largely restricted to Polish. As seen in Table 31, the amount
of FL use in professional ELT setting increased as a consequence of the rising level of
employment among the students. English was also more frequently used for inner
speech. In general, FL use was more intense than in the previous groups, however, L1
was still dominant.

Table 31. Average use of languages in various contexts in Group D

CONTEXT AVERAGE USE OF ENGLISH | AVERAGE USE OF POLISH
WORK 54% 28%
UNIVERSITY 57% 41%
FAMILY 5% 95%
FRIENDS 21% 78%
PETS 2.3% 75%
INNER SPEECH 39% 57%

To obtain a clearer picture, the tendencies to use English as FL against Polish as
L1 have been presented in Figures 17-22. Figure 17 shows the climbing tendency to use
FL at workplace (which goes in line with the rising employment in ELT profession in
the final years of study).

60.00%
50.00% /O
40.00% /
30.00% /

/ /. —o—FLuse
20.00% ./7{\-/ ~B-L1use
10.00%

0.00% T T T Year

Figure 17. FL versus L1 use in professional contexts according to the year of study.

Figure 18 illustrates proportions of FL and L1 use at the university setting.
Against early expectations, the use of FL at university dropped from approximate 70%
in Group A to less than 60% in Group D. On the other hand, L1 use increased by
approximate 10% in Group D as compared with Group A. One explanation for such a
tendency may be that the social relationships toward the end of studies tightened and L1
was a natural means of expressing thoughts and emotions. FL might also be blocked by
the affective domain rendering conversations in FL as too awkward (especially when
the ideas could be explained in L1).
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Figure 18. FL versus L1 use at university according to the year of study.
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Figure 19. FL versus L1 use with family according to the year of study.

Family interactions were highly monolingual with the mother tongue being the
primary channel of communication. FL was employed in less than 7% of family talk.
Figure 19 shows that the FL use was maintained at similar levels in all the groups which
Is marked by the two, relatively straight, lines on the scale.

Figure 20 shows L1 as the main language of social interactions. FL was used
most extensively by the second year students and its use was slightly lower in other
groups.

Figure 21 shows the increasing use of the mother tongue for pet talk. In this
context there should not be no affective filter at play because animals do not provide
evaluative feedback which could impact the speakers’ self-esteem in a negative way.
However, speech directed at animals may also take place in the presence of other people
(family members, friends, strangers) and therefore some affective considerations may
appear. The results definitely confirm the rising L1 dominance.
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Figure 20. FL versus L1 use for social exchanges according to the year of study.
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Figure 21. FL versus L1 use in pet talk according to the year of study.

Figure 22 demonstrates that the language of inner voice was predominantly L1
although to a smaller extent than in the case of pet talk and social language use. The fact
that FL use in inner speech was maintained at the level of approximately 40% may
suggest that both languages were active in the bilingual minds.
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Figure 22. FL versus L1 use for inner speech according to the year of study.
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Concluding, L1 substantially exceeded FL use. The amount of FL in professional
context was rising due to a larger number of students who found employment in ELT
and translation. Against early expectation, the FL use at university did not exhibit a
climbing tendency. The reason might be seen in the social use of L1 at university. The
overall FL production remained at the level of approximately 30% and L1 — 70%.

3.2. Receptive versus productive skills

Some questionnaire items focused on the preference between receptive reading
and productive writing skills in FL and L1. Production and reception are different in the
sense that production may contain erroneous language patterns as natural outcomes of
on-line language processing connected with language retrieval and integration (e.g.
Seliger and Vago, 1991, Sharwood-Smith and Van Buren, 1991) whereas reception
involves recognition of the previously acquired language knowledge (and as such
should consume less cognitive effort). Thus, it seems reasonable to assume that if
language production exhibits symptoms of attrition but receptive competence stays
intact, language items are misplaced for active retrieval. It might be presumed that
receptive skills should be preferred over productive skills in language which is difficult
to retrieve.

Perceptions of receptive and productive FL skills were investigated by Gabrys-
Barker (2003). The context of her study was comparable to the context of this study, i.e.
the participants were students of English working toward BA and MA degrees and had a
similar learning history. In Gabrys$-Barker’s investigation, reading and writing skills
were evaluated higher than listening and speaking. Those results were seen as a
consequence of loss of confidence in listening and speaking due to insufficient practice.
One may attempt to account for the reluctance to speak and listen in FL with the fact
that the skills in question require high comprehension and quick reaction time. Affective
filter may be raised when, for instance, reaction time and comprehension are delayed or
absent. Unlike reading or writing, speaking and listening leave little room for revision
and consulting dictionaries as they take place under time pressure and are more
stressful.

The following section of this book deals with preferences between L1 and FL
reading and writing.

GROUP A

In Group A, 47% opted for the receptive reading rather than writing. For 16% of
the students writing in L1 was chosen over reading and 32% rated reading and writing
in Polish at the same level. 5% did not have a choice of preference. As concerns FL
skills, 47% of the students preferred to read than write in FL and for 37% writing was
preferred over reading.

GROUP B

Within Group B, 55% of the students marked the preference for reading in L1
than writing in L1. 25% of the students held the same attitudes for both reading and
writing, 15% had no preference toward either skill and 5% preferred to write in L1
rather than read. In FL, 40% of the students opted for reading rather than writing, 30%
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had the same preference for both reading and writing, 25% preferred to write, and 5%
claimed to have no preference for either FL reading or writing.

GROUP C

In terms of the perception of receptive and productive L1 skills, the majority of
60% of the students in Group C granted equal status to both reading and writing. 17%
pointed to writing, another 17% chose reading and 6% claimed to have no particular
preference. In the area of FL, 60% of the students had the same preference for both
reading and writing and 34% preferred reading over writing.

GROUP D

In Group D, 50% of the students pointed to reading in L1. 45% marked reading
and writing equal. 5% felt resentful toward either L1 reading or writing. In the realm of
FL, a slight majority of 54% chose reading over writing. 23% marked both and 18%
were in favour of writing. 5% of the students resented both FL reading and writing.

In the study by Gabrys-Barker (2003) reading and writing were evaluated higher
by the students than listening and speaking. This study provides a further insight into
the relationship between reading and writing. The proportion of the students in each
group who decisively pointed to one skill rather than the other is illustrated in Figures
23 and 24.
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Figure 23. Perceptive vs productive skills’ preference in L1.

Generally, in this study the receptive skill of reading rather than writing was
chosen by a greater number of students. This may suggest a tendency to avoid cognitive
effort connected with production. However, more students preferred to write in FL
which - similar to Gabrys-Barker’s (2003) conclusion - might be the result of extensive
practice in that area. In the area of reading, the difference was not that perceptible.
Although in Group B a slightly larger number of the students preferred to read in L1
than in FL, in Group C and Group D more students expressed preference for reading in
FL rather than in L1. Once again, it might be the consequence of the specific context of
FL instruction. It might also be supposed that since language production requires more
cognitive strain, it is shunned.
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Figure 24. Perceptive versus productive skills’ preference in FL.

3.3. Language competence
To better understand how the students perceived their competence, they were
asked to provide theoretical definitions of language competence.

GROUP A

For the majority of the respondents in Group A, language competence had a
pragmatic dimension, i.e. it was comprehended as the ability to understand and produce
the language for effective communication. In some definitions of competence (Table
32) knowledge of lexis and language structure were of primary importance. Competence
was viewed as the ability to react appropriately to all sorts of oral and written
instruction thanks to extensive knowledge of vocabulary and grammar structures.

Table 32. Definitions of competence in Group A

AREA OF COMPETENCE | DEFINITIONS PROVIDED BY STUDENTS

Pragmatic knowledge Be able to speak as well as a native speaker.

Communicate with all people fluently, to write and read
without no mistakes.

Understand almost every word which native speakers use.

Use it in a daily life fluently.

Lexical knowledge Know the meaning of all words and be able to use them.
Structural knowledge Be greatly acquainted with all the structures of the
language and be able to use it correctly in every
situation.
GROUP B

Some of the comments in Group B highlighted pragmatic aspects of language
competence, such as communication with the world, professional progression and self-
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development through the access to facilities and technological novelties in FL. For
others competence meant mastering the language areas to the level of free expression
(Table 33).

In this group, 80% of the students evaluated themselves as competent users of
Polish as their L1. 20% of the students marked both Polish and English as the languages
in which they considered themselves fully competent:

- I'm a native speaker of Polish and I do practice English with good results.

- | am aware of the proper usage of the grammatical structures and my
vocabulary is quite extensive.

- But | feel more confident when speaking in polish.

- | am able to communicate in both languages. | know a lot of vocabulary
and most of grammatical rules.

A degree of insecurity regarding FL competence may be sensed in those
comments what seems to be justified taking into account language errors that appeared
in them.

Table 33. Definitions of competence in Group B

AREA OF COMPETENCE | STUDENTS’ DEFINITIONS

Pragmatic knowledge You are to be able to produce and understand Ig.

to be able to communicate with people from all over the
world, to be able to have a good job, to be able to use all
the facilities of the modern world

Lexical knowledge I think it means that you are aware of structures you use
and also use them well

Structural knowledge Being able to communicate in all possible situations,
produce full grammatical utterances

To use it correctly without any difficulties

Fluency in employing the | To be able to use a language freely and fluently in all
linguistic knowledge kinds of situations, it involves both productive and
receptive skills; to have a good turn of phrase, wide
range of vocabulary, correct grammar, to understand and
be understood

You don’t have trouble with contexts, with expressing
yourself as much as it would be possible for you in your
native language, in environments that are in connection
with you; you use language creatively and are able to
adjust to situations cropping up, make no mistakes in
general.
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GROUP C

The definitions of language competence in Group C were more detailed in
comparison with the former groups and were grouped according to the area of
competence which they referred to (Table 34).

Similarly to the previous comments, confidence in FL (which may not be
achieved without the mastery of language areas of lexis, grammar and phonology) was
viewed as the main criterion of competence. However, the perception of the importance
of the areas of competence varied across individuals. Some students placed more
emphasis on vocabulary, some - on grammar and others - on ability to apply the FL
knowledge for practical purposes.

Table 34. Definitions of competence in Group C

AREA OF COMPETENCE | STUDENTS’ DEFINITIONS

Pragmatic knowledge To be able to fully understand native speakers of that
language and be understood by them.

To be able to use it confidently, speak and write in good
style, without grammatical mistakes.

Lexical knowledge It means to know the actual meaning of words, be able to
use them in right contexts, have reach vocabulary.

Lexical-structural A person with rich vocabulary and aware how to use it

knowledge properly (appropriate collocations) and also able to

construct grammatically correct sentences.

Ideal/native like language To be able to read/write, speak and listen to the language
in at least near-native level (understand practically every
type of text, being able to comfortably discuss various
topics).

GROUP D

The students’ definitions of competence in Group D reflected the ones provided
by the previous groups. They may be worded differently but they refer to the same
language areas. Examples are presented in Table 35.

54% of the informants in this group claimed to feel fully competent users of L1,
32% considered themselves to have a good measure of competence in both languages
and, what is interesting, 14% claimed not to be competent in either of the languages.
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Table 35. Definitions of competence in Group D

AREA OF COMPETENCE | STUDENTS’ DEFINITIONS

Pragmatic knowledge Being able to reflect all your thoughts using the given
language’s vocabulary.

To be communicative, accurate and fluent.

Being able to understand and communicate with other
users of language.

Be able to communicate in every situation.

Structural knowledge To know rules of the language and to be able to apply
them in real life situations.

Lexical-structural It means to know a great deal of words and grammar

knowledge and be able to communicate freely.

To be able to use the right words in the right context, to
communicate easily without any grammar mistakes.

Ideal/native like language To speak naturally without thinking how to say
something.

3.4. Self-perception of L1 change

Self-perceptions of L1 change were an important part of the study as they
complemented the findings from the corpus data and language tests. The students were
asked whether they observed any changes in their L1 under the influence of increasingly
advanced FL competence. Those students whose response to the question was positive
were further asked to evaluate the observed L1 change either in terms of a benefit or
undesired effect of FL development.

GROUP A

A slight majority of 54% of the students in Group A claimed not to have noticed
any changes in their L1 that could be attributed to FL influence. However, 21% of the
students reported L1 deterioration, which was seen in the lexical retrieval difficulties.
10% of the informants reported to have observed positive FL influence in the realm of
vocabulary and 15% were unsure about the influence.

For 58% of the students, L1 maintenance was considered to be of high priority
and 42% regarded L1 maintenance as an important element in their careers of
translators. These opinions, however, were not supported by comments.

GROUP B

Among Group B, 20% of the students claimed to observe the negative FL
influence on L1 and supported their views with the following remarks (some of them
contain errors):

| do not notice my mistakes in writing and speaking because nobody sees it.
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Sometimes I don’t remember certain words in Polish but I remember their
English equivalents.

Many clickes from English appeared.

I make some mistakes that are based on shifting some English structures
to my native tongue.

If sth is less used in some way it disappears or becomes worse.

15% of the students observed a positive FL impact on L1 pointing to beneficial
aspects of language development:

My vocabulary is broader, I am more conscious of some rules and
phenomena.

It is connected with grammar mainly.

35% of this group’s respondents did not notice any kind of FL influence and
produced comments, such as:

| would say that there is not so much good English as it is thought and
still Polish is our main language.

1 try to think in English and don’t link Polish and English.

I have always been very good in Polish.

20% of the students were hesitant:

I didn’t think about it. It’s hard to say anything that would be true in all
cases.

Studying philology and other languages has made me more aware and
thus better.

It is difficult to say because | started learning English at the age of 9.

The importance of L1 maintenance was highly recognized among the students in
Group B. 80% of them considered it a very important and 20% as an important
constituent part of L1 competence. Those students provided numerous justifications,
such as:

I hate when Polish people can’t use their language correctly.

I think my Polish language skills are helpful

To be a good translator | need to have a broad lexicon in both languages.
To translate well and also to give good example to my students to be.

A future translator has to be a perfect mother-tongue speaker
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As an academic teacher | use Polish.

I am Polish and I wouldn't like to forget my skills because of influence of
other language.

It’s my native tongue and I love it. [ wouldn’t like to take a step back in
development.

It is very important for me to be a perfect user of my own language.
| think it is still more important than English.

A teacher has to have good proficiency in both languages so that he can
effectively teach his students.

You use this language in everyday situations.
It is my mother tongue so | am connected with it since | was born.

As may be concluded, the majority of motives were instrumental in nature. Some
opinions, however, highlighted L1 as a part of national identity. Interestingly, a good
measure of L1 skills was also perceived as an important instrument in building authority
among students.

GROUP C

In Group C, 35% of the students claimed that their Polish language skills had
been under the negative influence of English. That influence was believed to have an
Impact on syntactic structure of Polish sentences and the tendency to apply the
borrowing strategy from English to Polish:

Sometimes | use constructions which do not exist in Polish and borrow
words which have their Polish counterparts.

29% claimed to have improved their Polish language skills under the influence of
English, especially in the realm of vocabulary. They also believed to have improved
their metalinguistic awareness. Those students provided the following comments:

The range of my vocabulary is wider due to English words and their
equivalents.

While learning to translate texts I’'ve paid more attention to my Polish sentences.
| am more aware of unnecessary borrowings.

12% of the students did not observe any FL influence and 24% were unsure
about the possible consequences of FL development.

Maintaining a good measure of L1 skills was very important to 70% of the
students and important to 30% of them. Similarly, the perceived importance of L1
maintenance resulted mostly from the instrumental goal to become respected translators
and eloquent L1 users. Unfortunately, there were few comments supporting those
claims.
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GROUP D

In Group D, 45% of the students considered their L1 to have improved under the
influence of English. Those students supplied opinions, such as:

When studying English rules | had an opportunity to recollect some rules of
Polish.

| am more aware of the differences between Polish and English grammar,
etc. | pay more attention to it.

You are able to notice certain processes making the language, make
associations between the languages, develop your range of synonyms.

Another 41% of the students observed a negative impact on the native tongue:
Sometimes | use English sentence order instead of the Polish one.

Especially the range of vocabulary is definitely smaller.

Oftentimes it happens that | forget or confuse words.

Sometimes | do some calques from English but I also improve my Polish
while doing translation.

Finally, 14% were uncertain and explained that they did not pay attention to the
changes within the languages.

82% of the students perceived L1 maintenance as very important and 18% - as
important. Sparse comments in this group suggested that the importance of L1 was
recognized through the prism of better career perspectives.

3.5. Students’ motivation

It may be assumed that the students participating in this study were driven by a
sort of hybrid motivation propelled by the need for pragmatic language use and better
career opportunities. Some comments betrayed highly affective attitudes toward the FL
itself and to the FL society and culture. The comments might also be an indication of
higher recognition of the western welfare countries against the native, less developed,
eastern culture (as suggested by Piller and Takahashi, 2006). This might be seen in the
declared feelings of love for FL and attraction to the FL culture and people. However,
there were also many instrumental and integrative motives, too.

Table 36 contains a typology of the motives to develop English as a FL on the
part of all the students.
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Table 36. Types of motivation for FL development

Instrumental motives Integrative purposes
- It gives me more possibilities of work, to | - To travel and meet people from other
get a good job. countries.
-l wantto be a teacher. - To communicate with people from all
- I'would like to be a translator over the world.
- 1 want to be bilingual
Pragmatic reasons Affective motivation
- To surf in Internet, it is the most often | - Because I like it.
used language in the world. - [love it. I think it’s a very easy language
- Because it’s useful. to learn.
- Because it helps to communicate in |- Itsounds beautiful.
many places in the world - English is my passion.
- | like this language and it helped in | - I love everything which is connected with
many situations. UK — its language, culture, music, etc.

- | love English. It sounds to me more
interesting than Polish.
External pressures Intrinsic motivation

- Because my parents wanted me to do so. | - Because | want to.

- It becomes worldwide language and |- I'm interested in linguistics.
there is no possibility to find a job
without knowing it.

3.6. Discussion

A variety of aspects concerning self-evaluations were discussed in this chapter
and the data were presented in figures, tables and lists. The main conclusions may be
formulated in several points:

1. In terms of the perception of L1 receptive and productive skills, L1 writing received
quite low scores and in general terms, reading was evaluated higher than writing.

2. In terms of the perceptions of language dominance, Figure 25 shows dominance of
L1. However, it is interesting to note that the perception of L1 dominance was rising
towards the end of the studies. Against early assumptions, FL use decreased in line
with the year and level of proficiency attained by the students. The declining FL use
might be attributed to the development of social bonds within the student community
which must have been nurtured through L1.
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Figure 25. Perceived language dominance.

3. The students provided high evaluations of their L1 and FL proficiency (Figures 26
and 27). It is noteworthy that L1 proficiency was given slightly higher marks than FL
proficiency in all the groups except for Group D. In the latter group, L1 and FL
proficiency was considered as equal which presumably stemmed from the feeling of
achieving the native-like control over FL Dby the students in their final years.
Intermediate level of satisfaction with the attained level of FL proficiency was
expressed by 10% of the students in Group A and declined in the remaining groups.
Self-criticism of L1 proficiency was sparse.
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v

70%

=—4—Very good and good FL
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Figure 26. Self-evaluation of FL proficiency.
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Figure 27. Self-evaluation of L1 proficiency.

4. Table 37 contains a juxtaposition of the evaluations of FL and L1 competence in the
four groups. Confidence in language use in four different contexts was obviously
greater in L1 than in FL. However, evaluations of FL competence in different
situations were also high. What deserves attention is that the self-evaluation of L1
competence in the given contexts was the highest in Group A and lowest in Group D.
It is an interesting observation as it suggests that the level of self-criticism in the
realm of L1 rose at the final stage of the higher education. This may be seen as an
indication of greater metalinguistic knowledge which invites more self-criticism. It
may also indicate some early disturbances in L1 processing which may be

symptomatic of attrition.

Table 37. Self-evaluation of L1 and FL competence on a scale of 1 to 100

SITUATIONS ENGLISH LANGUAGE | POLISH LANGUAGE
Gr. Gr. Gr. |Gr. | Gr. |Gr. |Gr. |Cr.
A B C D |A B C D
Talk with a friend 85.3 [909 |96 |93 |99.47|98.25|99.4 | 96
Talk in a large meeting of friends 76.57 | 73.75 | 81.3 |79 |95.78 | 87.15 | 93.8 | 88
Talk with a stranger 75.78 | 71.25 | 84.7 | 77 |93.15|87.5 |92.3 |89
Talk in a large meeting of strangers | 54.73 | 56 65.5 |63 | 7789|745 |79.4|76

Finally, Figure 28 illustrates the students’ perception of FL influence on L1. It is
quite compelling to note that students’ confidence in L1 plummeted from nearly 60% in
Group A to 0% in Group D. The very fact strongly speaks in favour of susceptibility of
languages, L1 included, to FL influences. Interestingly, perceptions of positive and
negative FL impact rose steadily at approximately the same rates. In consequence, in
Group D, the equal number of students observed negative FL influence on L1 and
positive FL impact on L1. There were also shrinking numbers of students holding
neutral opinions about either positive or negative FL influence.
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Figure 28. Perception of FL influence on L1.

It seems reasonable to assume that FL increasingly interacted with L1 despite the
perception of the rising L1 dominance. The level of FL proficiency must then be the
major factor triggering linguistic interaction.

4. C-test

The successive part of the research was based on the C-Test. As suggested by
Schmid (2004), the test consisted of five different texts of approximate lengths of 80 —
100 words (Appendix D). The style of the texts ranged from less formal paragraphs
about the Lego blocks through more literary pieces on cultural issues and forgotten
occupations to more scientific astrological and psychological descriptions. The opening
and closing sentences were retained for the reader’s better comprehension. The middle
part of each text contained twenty blank spaces of unfinished words. The procedure of
creating the gaps followed Schmid’s guidelines and consisted of two steps:

1. deletion the second half of a word in words with the even number of letters,
2. deletion of half + % of the word in words with the odd number of letters.

The rationale behind the C-Test was mostly quantitative, i.e. it clearly indicated
the number of restored items against the total number of 100 gaps. Its aim was to find
out whether there were any signs of decrease in L1 performance which might be
attributed to FL interference.

The overall results of C-test were high, as shown in Table 38. The percentage of
the correct entries rose from 87.5% in Group A through 90.1% in Group B to 92.5% in
Group C. This climbing tendency along the year of study declined in Group D (89.5%).
One possible explanation for the slightly lower results among the fourth year students
might be that students in Group D had graduated from various higher vocational schools
and their prior FL experience might be different than the experience of the remaining
groups.

Table 38. C-test total results per group

GROUP A GROUP B GROUPC GROUP D
87.5% 90.1% 92.5% 89.5%
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Out of all misuses in the gapped items, 65% were of lexical nature. Students
invented words beginning with the provided letters but not matching the context. For
instance, in the sentence: W zwigzku z tym ograniczamy sumy, ktore moglyby tatwo
wesprze¢ kulture, sq marne, the items in bold seem to be an attempt to complete
individual words without attention to their meaning within the text. Other lexical
misuses, such as (...) smakowicie rozczytanych w powiesciach... (instead of smarkaczy)
may have stemmed from the inability to arrive at proper vocabulary. However, one may
not completely rule out the possibility of the lack of motivation or simply fatigue on the
part of the students which contributed to wrong answers. 31% of errors were
morphological and they frequently had the wrong case or number as in the sentence:
Diamenty nalezaf... and (...) nie wymagala wezytywania sie w dziesigtkach zawitych
przepisow. There were also sporadic misuses of conjunctions, e.g.. Z tej okazji
przygotowano w parku rozrywki wiele atrakcji dla najmiodszych. Tak jak np., jedna
przejazdzka kolejkg.... The proportions language misuses identified in the C-Test are
shown in Figure 29.

Conjunction misuses
B Morphological errors

B Lexical misuses

Figure 29. Proportion of errors in the C-Test task.

Concluding, the C-test results suggest that L1 skills were not affected by FL in a
negative way. On the contrary, more advanced groups gained better results than the
group of first year students. This may only point to enhanced rather than inhibited L1
proficiency. Thus, the C-Test results seem to support Ewert’s (2009) findings that
bilingualism enhances metalinguistic awareness and attention to L1 form.

5. Appropriateness judgment task

The final stage of the research consisted of the appropriateness judgment test
(Appendices F and G). While the C-test was devised to measure L1 competence at the
level of production, the appropriateness judgment test was intended to investigate the
students’ receptive L1 competence. Such measurement was perceived to be a vital stage
of the research since, in the light of some studies (e.g. Wegner’s (2007) study, cited in
Ewert, 2009), highly advanced L2 users are more critical in their judgments on lexical
innovation than monolinguals.
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In this work, the receptive judgment task consisted of forty sentences taken from
the summaries of MA works in the initial stage of research. The sentences contained
errors related to L1 structure, style, lexis, punctuation, collocations, coherence and
cohesion. There were also correct sentences inserted between the erroneous ones. For
each sentence, the students were asked to choose and comment on one of the four
marks:

0 — Unsure
1 —incorrect
2 — not quite correct but acceptable
3 —correct
The results were calculated individually for each sentence (Appendix G) and
presented in the form of graphs according to the categories of errors.

5.1.Punctuation

In the category of punctuation, the use of apostrophes was frequently inconsistent
and inaccurate. In Polish, foreign names whose final letters are pronounced, i.e. are not
silent, do not require the apostrophe when declined. Thus, their use after the surnames
Skinner and Seligman are unnecessary:

Rozdzial ten zawiera opis czterech glownych elementow teorii
atrybucji, przytacza pojecie behawioryzmu w ujeciu Skinner’a oraz
opisuje poczucie wilasnej wartosci czltowieka widziane przez
Seligman’a. [sentence 15]

The wording in the final part of the clause, i.e. poczucie wlasnej wartosci
cztowieka widziane przez Seligman’a, also causes some concern. The phrase seems
overloaded with information and one might feel tempted to replace it with a simpler
variant: charakterystyke systemu wartosci autorstwa Seligmana.

The results presented in Figure 30 showed that the recognition of the error was
extremely poor (0% in Group A and merely 18% in the remaining groups). It must be
underlined that apostrophe is not a commonly occurring punctuation mark in Polish but
is used in declination of foreign names. Analyzing the results it may be assumed that the
L1 knowledge was insufficiently learnt.

18%
16% -

oy
14% B Group A

12% 1 mGroup B
10% 1 Group C
8% 7 ® Group D
6% -
4% -

2% 4

0% 0%

Figure 30. Negative judgments on the use of apostrophes.
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A different example of a punctuation error was presented for evaluation in
sentence 21. According to Wielki Stownik Poprawnej Polszczyzny, the Arabic numerals
which represent the ordinal numbers must be followed by the stop mark. However, the
sentence did not include any such punctuation marks apart from the full stop mark at its
end:

Kwestionariusz sktadat si¢ 31 pytan i zostat przeprowadzony w duzych
i matych miejscowosciach posréd 30 nauczycieli jezykéw obcych
w szkotach podstawowych. [sentence 21]

As observed in Figure 31, the sentence was recognized as incorrect by 26% of
the students in Group A, 30% of the students in Group B and 47% in Group C. This
rising tendency dropped to 32% in the group of the fourth year students.

A number of students in Group A and Group D underlined some correctly used
lexical items which for some reasons appeared incorrect to them. For instance, they
suggested to replace the word posrod with wsrod, they put extra comma marks or used
capital letters in the phrase Szkofach Podstawowych. Such results highlight the need for
revision and re-learning of L1 puncuation rules. On the other hand, as observed in
Figure 31, negative judgments on the missing punctuation marks were increasing the
first three groups.

50%

45% - 47%

40%

— B Group A
30% - B Group B
25% Group C
20% - B Group D

15% -
10% -
5% 4
0%

Figure 31. Negative judgments on missing punctuation after ordinal numbers.

The punctuation was the main focus in sentence 36 in which the comma mark
before the conjunction iz was completely ignored:

Z analizy badan wynika i7 zaznajomienie uczniow ze strategiami
komunikacyjnymi ma pozytywny wphw na rozwijanie umiejetnosci
mowienia. [sentence 36]
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Figure 32. Negative judgments on the lack of a comma before conjunction iz.

The violation of the explicit grammatical rule did not meet with substantial
recognition. Large majorities of the students in all the groups did not consider the
missing punctuation item as an error. However, it must not escape notice that the
number of the students who considered the sentence as incorrect because of the
punctuation error, rose from 16% in Group A through 25% in Group B and
approximately the same number in Group C to 32% in Group D (Figure 32). Those
results are rather unsatisfactory taking into account the fact that one of the most basic
grammatical rules was violated.

The last sentence in the category of punctuation constituted a compelling
example of encroaching of L2 rules on L1 punctuation. The sentence presented for
evaluation contained capital letters for adjectives describing nationality instead of the
lower case letters (for all Polish adjectives). Additionally, a hyphen should be used
between the ordinal number drugi and adjective polski to signal omission of the verb
jest.

Studium przypadku zostalo przeprowadzone z udzialem dwoch osob
dwujezycznych, ktorych pierwszym jezykiem jest Rosyjski, a drugim
Polski. [sentence 40]

Despite serious punctuation errors, less than half of the students in Groups A, B
and D, marked the sentence as incorrect. Figure 33 shows that the misused punctuation
was largely ignored. However, the students who marked the sentence as incorrect
pointed to the wrong use of the capital letters. It might be assumed that more than half
of the remaining students forgot the rule and could not repair the phrase.
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Figure 33. Negative evaluation of the lack of a hyphen
and use of capital and small letters.

Summing up, it seems that the knowledge on L1 punctuation as well as its
perception was - at best - random. As presented in Figure 34, the poorest average score
was achieved by the first year students and the best - by the third year students. The fact
that the scores in all the four groups were on the increase (from 21% in Group A
through 26% in Group B to 35% in Group C and 30% in Group D), imply rising
awareness of punctuation rules. The average results on sentences containing punctuation
errors, as may be concluded, can not support the hypothesis that the knowledge of the
Polish punctuation rules attrites along the year of studies and level of FL proficiency.
However, for the large majority of students, L1 punctuation rules were rather obscure
and must have been either learnt imperfectly or forgotten. It is essential to mention that
punctuation is not acquired as a part of the tacit L1 knowledge but it is learnt explicitly
through instruction. Thus, it seems a necessity for advanced bilinguals to pay more
attention to punctuation,to revise and to reinforce L1 punctuation rules.

35% A
’ 35%
30%
25% B Group A
-
u Group B
20%
Group C

15% - M Group D
10% A

5%

0%

Figure 34. Average judgments on punctuation errors.

5.2. Lexical area

Lexical misuses were brouhgt into focus as the next category. It is obvious that
vocabulary used in a piece of writing builds its style. Mixing styles, unless used for
some literary purposes, is not considered stylistically appropriate. In sentence 16,
however, the formal character of the text was disrupted with a rather colloquial term
tamany [broken] to refer to low FL skills:
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Glowne postacie wystepujgce w ‘Rates of Exchange’ to osoby, ktore
postugujq sie tamanym jezykiem angielskim, aby moc porozumie¢ sie
z brytyjskim wyktadowcq przebywajgcym w ich kraju.
[sentence 16]

35%

30% -

259 B Group A
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HGroupB
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5% -
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Figure 35. Negative evaluation of the term lamany.

Figure 35 shows the minority of the students in all the groups who considered the
sentence to be incorrect. Perception of the stylistically inappropriate word was not very
high. What is more, the number of the negative judgments was declining from 32% in
Group A to 15% in Group B, 12% in Group C and 18% in Group D.

Sentence 27 was as an interesting instance of FL interference in the realm of
vocabulary:

Celem opisanych badan byto zgromadzenie danych 0 sposobie
postrzegania ¢wiczen dramatycznych w grupie nastoletnich uczniow.
[sentence 27]

In this sentence, the adjective dramatyczny [dramatic] must have been
mistaken for dramaturgiczny [drama] taking into account the English title:
‘Perception of drama techniques and the ways they motivate adolescent students
to learn a second language’.

50% -
45%
40%
35%

m Group A
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5%
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Figure 36. Negative evaluation of the phrase ¢wiczen dramatycznych.
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Figure 36 shows that nearly half of the students in Group A marked the pattern as
incorrect. The students either underlined the misused phrase or corrected the first letter
from d into g, thus assuming that dramatycznych must have been mistaken for
gramatycznych. The number of negative judgments decreased in other groups.

60% N

59%
50% -
HGroup A

0, -
40% B Group B

30% ] Group C
B Group D
20% -

10% -

0%

Figure 37. Affirmative judgments on the phrase ¢wiczen dramatycznych.

It was also quite interesting to observe that larger numbers of Group C and
Group D accepted the sentence as correct (Figure 37), completely ignoring the fact that
the adjective dramatyczny had been evidently put in the wrong context. That suggested
that the distinction between the terms dramatic and drama in L1 became increasingly
blurred in line with FL development and presumably under its influence.

In sentence 29, the adverb teoretycznie, i.e. theoretically was used to refer to the
theoretical part of the thesis:

Rozdzial pierwszy teoretycznie okresla ogolne zatozenia metodyczne.
[sentence 29]

As the two terms carry different meanings, it becomes obvious that the pattern
used in this sentence was erroneous and should be replaced with an adjective
teoretyczny, divided by the punctuation marks. The adverb in sentence 29 changed its
intended meaning. However, looking at Figure 38, it might be assumed that its
identification must have been quite demanding. It might be the case that under FL
influence the difference between the function of adjectives and adverbs and the
distinction between the meanings of theoretical and theoretically became unclear. As
shown in Figure 38, less than half of the students in each group marked the sentence as
incorrect. The best result of 48% was achieved by Group A and it was followed by 41%
of Group C and 36% of Group D. The lowest score of 15% was attained by Group B.
Although in minority, the students who suggested improvements to the sentence either
underlined the adverb or suggested other expressions, such as teoretyczny/w
teorii/ogolne teoretyczne zalozenia.
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Figure 38. Negative evaluation of the word teoretycznie.

Sentence 37 represented a compelling example of the cross-linguistic
interference:

W badaniach wlasciwych przeprowadzony zostat eksperyment
z incydentalnym doborem proby. [sentence 37]

In all probability, the term incydentalny, i.e. the one which was misused,
underwent the process of loan translating from English into Polish. However, the source
phrase which was literally translated into Polish was an erroneous approximation of the
collocation random sample. Since the source collocation could not be successfully
retrieved, the adjective random was replaced with the similar meaning of incidental,
which contributed to the ill-formed collocation of incidental sample. The phrase must
have been then translated into Polish, preserving the phonological similarity. The result
was a non-existent lexical combination — it does not occur in either the dictionary of
modern Polish language by Markowski (2008) or in the most recent publication of the
English borrowings in Polish by Manczak-Wohlfeld (2010). In the dictionary of Polish,
incydentalny means of little significance or occurring sporadically, however, it has not
yet been extended to refer to randomness as it was the case in sentence 37.

Figure 39 shows that the sentence was marked as incorrect by half of Group A
and Group C, 36% of the students in Group D and 15% in Group B. There were not
many judgments evaluating the sentence as accurate either (large numbers of the
students expressed uncertainty). A small exception was Group B, 45% out of whom
marked the sentence as acceptable and attained the lowest result in terms of accuracy of
judgment.
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Figure 39. Negative evaluation of the phrase incydentalny dobor proby.

In another sentence, the term profil [profile] was presumably used to refer to the
background information about the students. The word itself, however, has two meanings
in Polish. The first meaning refers to the side of the human face whereas the second
meaning is related to the range and character of something. In this context, it was used
with reference to students in the following context:

Celem niniejszej pracy magisterskiej byto zmalezienie odpowiedzi na
pytanie, jaki profil reprezentujg studenci uczqgcy sie jezyka obcego metodg
Berlitz. [sentence 38]

There is no such collocation as reprezentowac profil [to represent a profile]. One
may possibly speak about the profile of something, which means the character, nature or
the program of something. However, in this context the use of the term is, at best,
unfortunate as it elicits associations with the side view of students’ faces (which, taking
into account the general sense of the sentence, was not the target meaning). It is difficult
to decide whether the term was intended to refer to the type of attained education, e.g.
humanistic versus scientific, or to more general background information.

In terms of judgments on sentence 38, 53% of Group A accurately provided
negative evaluation of the pattern in question. The results in the groups of the second
and third year students were lower and dropped correspondingly to 25% and 12%.
Group D achieved a higher score of 36% as shown in Figure 40. On the whole, negative
judgments of the lexical item alleviated along the year of the study. The tendency to
mark the pattern as correct or acceptable was increasing in the first three groups. This,
similar to judgments on sentence 37, may be accepted as an indication of greater
tolerance to some foreign borrowings under FL impact.
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Figure 40. Negative evaluation of the word profil.

Sentence 39 contained the word appendix which was another example of the
lexical borrowing. The borrowing successfully replaced L1 equivalents, such as
zalgceznik and apendyks (with the latter one being already a borrowing adjusted in terms
of Polish spelling rules):

Praca niniejsza zawiera rowniez appendix stanowigcy zbior narzedzi
badawczych. [sentence 39]

The physical and phonological proximity of the cognate words in both languages
must have blocked the knowledge about their distribution between the languages. As
seen in Figure 41, the borrowing was perceived as incorrect by the large numbers of
Group C and the minorities of the remaining groups. However, for approximate 40% of
the students in Group A, Group B and Group D the sentence was appropriate and the
students did not recognize foreign spelling of the word. The difference was either too
subtle or L1 knowledge on spelling rules was already restructured according to FL rules.
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Figure 41. Negative evaluation of the word appendix.

The mean scores attained by the four groups on judgments on lexical misuses are
presented in Figure 42. The average results on lexical misuses showed that the first year
students were the most critical of lexical misuses. However, the number of negative
evaluations decreased slightly along the year of study. Group A obtained the result of
44% whereas the number of negative judgments in Group B dropped to 21%. The
results achieved by the groups of the second, third and fourth year students remained at
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the level of 34% and 31%. The results might be a subtle indication that more proficient
FL users become slightly more tolerant of FL vocabulary and lexical errors.
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Figure 42. Average negative judgments on lexical misuses.

5.3. Prepositional phrases

Considering the sentences which included various prepositional phrases one
might be surprised that the prepositions, being so distinct, might be misused. Sentence 7
definitely belonged to such instances. The verb rozwaza¢, which should be followed by
object, was followed by a preposition nad:

Autorka rezwaza takze nad funkcjami pedagogiczno-dydaktycznymi
nauczyciela. [sentence 7]

90% A
80% A
70% 1 Group A
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Figure 43. Negative evaluation of the phrase rozwazaé nad.

The pattern was not an evident FL translation. The verb rozwazaé, which was
used in the sentence, seemed to be an approximation of the similar verb rozmysiac.
Thus, the conclusion might be that the final product was a ‘tip of the tongue’
phenomenon, i.e. the target pattern was inaccessible at the time of writing and another
verb, similar in meaning and spelling, was employed instead.

The misused preposition was recognized as a fundamental error by large
majorities of approximate 70% to 90% of the students in all the groups as shown in
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Figure 43. The students usually replaced the incorrect collocation with active verbs,
such as koncentruje sie/analizuje or suggested omitting the preposition.

In sentence 8, the prepositions przy and przez following the words przydatny and
dotkniety were also misused:

Wymienitam rowniez wskazowki, ktore mogg by¢ przydatne przy
nauczaniu dzieci i nastolatkow dotknietych przez autyzm.

[sentence 8]

According to Wielki Stownik Poprawnej Polszczyzny (2004), the adjective
przydatny may be followed by prepositions do (when followed by object) and w (not
przy) and in this context, the preposition w is the most appropriate. It is difficult to
speculate on the source of the misuse in question. It does not seem to be merely loan
translation since the TL equivalent of useful in would render the Polish collocation
right. In the following prepositional phrase dotknietych przez, the preposition przez was
unnecessarily used, and it should be replaced with the object to form the phrase
dotkniety autyzmem. The preposition przy may be the result of FL interference and
literal translation of the English phrase touched by. Although incorrect in the context of
a mental disorder, the phrase was largely ignored in judgments. Perhaps, students
treated it as a standard passive voice pattern where the agent can be mentioned in the
prepositional phrase.

The results in Figure 44 show that the largest number of the students who
provided negative judgments was in Group A (53%) and Group C (47%). The lowest
results belonged to Group B (15%) and Group D (32%).
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Figure 44. Negative evaluations of phrases przydatne przy and dotknietych przez.

Sentence 10 contained direct translation of the English structure were asked to
work, which formed an awkward pattern in Polish. Sentence 10 was also an example of
a blank, in terms of punctuation, piece of writing and additionally a wrong preposition
was used after the main verb prosi¢ [ask for]:

Podczas dwoch pierwszych sesji rodzice Arka zostali poproszeni do
pracowania wspolnie z synem w domu nad materiatem jezykowym
wprowadzanym na lekcji. [sentence 10]
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It is noteworthy that the preposition do [to] is followed by the noun pracowania
[working] formed from the verb pracowacé¢ [work] despite availability of regular L1
nouns, such as pracy/wspétpracy. Figure 45 shows that the negative judgments in
Groups A, B and D exceeded 50%. An exception was Group C, nearly 90% out of
whom marked the pattern as inaccurate. The results suggest that structural loan
translation was not well received especially by the third year FL users who perceived
the syntactic differences between both languages as too distinct to be confused.
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Figure 45. Negative judgments on the phrase poproszeni do pracowania.

Sentence 26 was an example of the misuse of the preposition w. The phrase
uciekac sie w was used instead of uciekac sie do [resort to]:

Wielokrotnie politycy uciekajq si¢ w uzZycie strony biernej, azeby tej
odpowiedzialnosci unikng¢. [sentence 26]

The majority of approximate 60% in groups A, B and D and 82% in Group C
pointed to the preposition and marked the sentence as incorrect (Figure 46). The
prepositional phrase must have been well established in the bilinguals’ language system
or too distinct to be misjudged.
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Figure 46. Negative judgments on the phrase uciekaé sie w uzycie.
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Sentence 30 was an interesting example of confusion of the preposition na [on]
with nad [over]:

Kolejny rozdziatl skupia si¢ nad korzysciami metodycznymi plyngcymi z

tych projektow. [sentence 30]
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Figure 47. Students who marked sentence 30 as incorrect.

The phrase skupiac sie nad [to focus over] is a wrong collocation in Polish with
the preposition nad. In spite of the evident mistake, less than 40% of Group A and
Group D and less than 30% of Group B and Group C marked the sentence as incorrect
(Figure 47). It might be presumed that the preposition was ignored because of the
physical similarity to its target form, i.e. na. However, it may also be possible that FL
domain triggered the operation of FL rules in the L1 context.

The preposition przy [by] which occurred with the noun nauka [learning] in
sentence 32 was another intriguing pattern under investigation. The verb uzywa¢ should
be viewed as linguistic overuse as the Polish language has alternative vocabulary
collocating with the word strategii (e.g. stosowanych w nauce, z ktérych uczen korzysta)
which would sound more natural in the following sentence:

W tym rozdziale zawarty zostal rowniez opis strategii uZywanych przy
nauce jezyka obcego. [sentence 32]

Large numbers of all the groups judged the sentence as either correct or
acceptable. Such results might come as a surprise for dictionaries indicate that the use of
preposition przy with the noun nauka is against the norm. A number of the participants
assumed a strategy of pointing to the preposition and still marking the sentence as
acceptable. Some students also highlighted the word order in the passive voice structure
and suggested its change into zostat zawarty.

Figure 48 shows that, on the whole, Group A was the most critical toward the
prepositional phrase whereas the remaining groups showed greater tolerance. It might
be the case that use of the preposition przy [by] was extended under FL influence over
L1 contexts in which it should not appear.
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Figure 48. Negative judgments on the phrase uZywanych przy nauce.

The average results obtained by the groups in the area of judgments on
prepositional phrases are presented in Figure 49. In general terms, it appears that the
negative evaluation of wrong prepositions fluctuated between 43% and 60%. There was
no steady rising or falling tendencies which could imply that the recognition of
prepositional misuse was dependent on the year of study and the level of FL
proficiency. Approximately halves of Groups B and D and slight majorities of Groups A
and C pointed out the prepositional phrases as inaccurate. Such results, compared to
judgments on lexical misuses and punctuation errors, are quite high and imply that
incorrect prepositions are better identified by bilingual users than lexical misuses and
punctuation errors.

70% -

60% -
’ 60%

50% mGroup A

6 -

HGroup B

40% A

Group C

30% - HGroup D
20% A

10% -

0%

Figure 49. Average results in judgments on prepositional phrases.

5.4.Structural loan translation

In the area of loan translation, several sentences were put into focus. First of all,
the notorious use of the English passive voice consisting of the verb to be and past
participle was selected for evaluation. Sentence 6 was one of many instances of overuse
of the passive voice structure. Although the pattern in question was formed in
compliance with Polish grammatical rules, the same passive structure was too often
repeated. The passive voice typical for the formal English language does not sound
natural when it replaces the impersonal passive verb form in Polish. Thus the following
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passage would sound more natural if the impersonal verb zbadano was used instead of
zbadane jest:

Ponadto w tej pracy zbadane jest, ktora z wyzej wymienionych technik jest

preferowana przez uczniow. [sentence 6]

45% -

40% -

35% 1 35% HGroup A
30% 1 E Group B
25% 1 Group C
20% 1 HGroup D
15% -

10% -

5% -

0%

Figure 50. Negative judgments on the use of passive voice structure.

Quite large numbers of Group A and Group B considered sentence 6 as
acceptable. Nevertheless, the students usually pointed to the passive voice structure and
some suggested that its order should be altered. The acceptability rate, however, was
clearly falling among the students in the final years of study (from 85% in Group B and
59% in Group C to 55% in Group D, see Appendix G). More than 40% of Group A and
Group D, 35% of Group C and 15% of Group B, as shown in Figure 50, perceived the
sentence as inaccurate. Those students made corrections in which they changed passive
voice into its active counterpart (for instance, praca skupia sie.../bada...). The
impersonal verb was also proposed, however, not as frequently as the active voice.
Some students advised to re-write the sentence in a completely different way.
Concluding, overuse of passive voice was noticed and marked as incorrect by the
minorities of the groups. However, it appears that Group A and Group D were the most
aware of the error in question.

Sentence 23 contained a verb phrase which was structural translation of the
phrase is underlined:

Jednakze, podkreslone jest, iz zalety wynikajgce z nauki kreatywnego
pisania znacznie przewyzszajg towarzyszqce jej trudnosci.

[sentence 23]

The verb phrase was literally translated from English into Polish and set in a
Polish context, most presumably, to emphasize its formal character. This means that the
passive voice expressing formality in English was transferred to Polish and formed
structural calques. Some students who judged the pattern as incorrect, replaced the
passive voice structure with impersonal verb phrases, such as podkreslono/nalezy
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podkresli¢/podkresla sig/warto zaznaczy¢, zZe or suggested using active voice, e.g.
podkreslam jednak, ze...

35% 1 35%
30% -

]
559, - Group A

mGroup B
20% -+

Group C

15% - HGroup D
10% -
5% -

0%

Figure 51. Negative evaluation of the passive voice structure podkreslone jest.

Despite the evident misuse in the verb phrase podkreslone jest, only the minority
of the students marked it as incorrect. Figure 51 shows that Group C and Group D
attained better results than the first two groups. This suggests that the passive voice with
the verb to be was more frequently viewed as inaccurate by more advanced bilinguals.

Sentence 14 was an example of a widely spread syntactic translation of the
English phrase appear/turn out to be, already discussed in Chapter 1V. In the following
sentence, the main subject was additionally shifted to the last position:

Jednak w dziedzinie, wymagajqgcej analizy matematycznej, okazata sig¢ byé
lepsza grupa ogélna. [sentence 14]

The sentence contained a bizarre pattern which, however, might have passed
largely unnoticed taking into account the frequency with which it is misused in the
native mass media. Nevertheless, from the perspective of the language norm, it is
incorrect.

60% - — 59%

50% -
B Group A

0, -
40% W Group B

30% - Group C
W Group D

20% A

10% -

0%

Figure 52. Negative evaluation of loan translation okazata sie by¢.
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The results presented in Figure 52 showed that the more advanced bilinguals
achieved slightly better results than the first and second year students. Group C
appeared to be more aware of the linguistic intricacy and therefore more critical of the
structure than other groups. 59% of that group pointed to the pattern and marked the
sentence as incorrect. 46% of Group D did not approve of the pattern whereas the
negative judgments in Group A and Group B were the lowest and reached 32% and
25% accordingly. Those students who rejected the pattern, were not unanimous in terms
of suggested correction Some inflected the adjective lepsza into lepszq after the verb
by¢ and others placed the noun phrase grupa ogdlna before the main verb. The majority
of students signalled that the pattern was awkward, but they could not arrive at its
proper correction.

Sentence 33 contained a similar loan translation, which should be followed by an
object noun or adjective rather than infinitive:

Wszystkie te elementy okazujg si¢ stanowié nieodlqczng czes¢ wypowiedzi
ustnej. [sentence 33]

As shown in Figure 53, the recognition of the error was rather low. The highest
result of 27% was attained by the group of the fourth year students. Those participants
underlined the structure in bold and some of them suggested improvements, such as
rewriting the sentence and adding a dependent clause: Okazuje sie, ze wszystkie te
elementy stanowiq.../ Jak si¢ okazuje, wszystkie te elementy stanowiq... Few students
deleted the infinitive stanowi¢ and used the intrumental case after it: Wszystkie te
elementy okazujq sie nieodlgczng czescig wypowiedzi ustnej. The overall judgments on
this sentence did not portray the L1 knowledge in a positive light. They rather
highlighted the necessity of revision and relearning of some L1 rules, especially those
which are easily influenced by other language systems.

30% A

25% A

B Group A
20%

mGroup B
15% - Group C

W Group D
10% -

5% 2

0%

Figure 53. Negative evaluation of the loan translation okazujg si¢ stanowié.

To sum up, overuse of the structural loans existing in both languages affected the
style of Polish formal writing. On average, the sentences were considered incorrect by
25% of Group A, 14% of Group B, 34% of Group C and 38% of Group D. In spite of
the generally low scores, Figure 54 suggests improving L1 knowledge according to the
year of study. Concluding, a higher level of FL proficiency might invite more criticism
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in judgments on loan translation which may be associated with boosted linguistic
awareness and knowledge.

40%

35% A
34%
30% - W Group A
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L -

10% -
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0%

Figure 54. Average judgments on structural loans.

5.5. Coherence

According to a dictionary definition, an incoherent piece of writing is difficult to
understand because its parts are not connected in a clear and reasonable way. An
example of such an incoherent piece of writing was seen in sentence 12. The sentence
organization was not easy to follow and the meaning was inferred rather than overtly
read:

Inne natomiast, decyzje takie pozostawiajq organowi nadzorujgcemu
prace nauczycieli, ograniczajgc tym samym role nauczyciela do osoby,
ktora wylgcznie wykonuje powierzone jej obowigzki.  [sentence 12]

In the above example, the word natomiast, which signals the development of a
new argument, occupies the second position in the sentence instead of the first one. The
determiner takie which should stand in front of the noun that it describes was wrongly
placed after it. In other words, the beginning should be rewritten as follows: Natomiast
inne takie decyzje.... The concluding part of the sentence conveys the meaning of
reducing the teacher roles to a person who carries out entrusted on them duties. As
may be concluded, the phrase to a person who is an unnecessary overproduction.
Therefore, it should be simplified and rephrased, for instance: ograniczajgc tym samym
role nauczyciela do wykonywania powierzonych obowigzkow.

Figure 55 shows that the large majority of 95% of Group A provided negative
evaluation of sentence 12. However, the critical attitude alleviated in the remaining
groups. The results might suggest that more advanced bilinguals were more tolerant of
ambiguity and paid more attention to the content rather than the form. Such explanation
may be accounted for with the fact that FL development involves a great deal of
contradicting linguistic data and meaning comprehension in FL often takes place while
ignoring some unclear and unknown language elements.
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Figure 55. Negative judgments on intrasentential organisation in sentence 12.

Sentence 5 contained the wrong form of the instrumental case describing the
nationalities of the English and the American:

Jako pierwsze zostaly przedstawione zwroty majgce zwigzek z
narodowosciami, ktorych jezyk stanowi przedmiot naszych badan:
Anglikow i Amerykanow. [sentence 5]

The sentence could be repaired in two ways. Firstly, the names of the
nationalities Anglikow i Amerykanow could be placed after the word narodowosciami.
Secondly, the sentence order could be retained on condition that the noun forms after
the colon mark would be changed according to the instrumental case and would agree
with the pronoun z [with], i.e. z Anglikami i Amerykanami.

Analyzing the results in Figure 56, it is easily noticed that the sentence pattern
was regarded as incorrect by more than half of the participants in Group A. The number
of negative evaluations shrank to 40% in Group B, 18% in Group C and 32% in Group
D. This might indicate that bilinguals put more attention to the sense of the sentence
rather than the form in which it was conveyed. More advanced bilinguals evidently
experienced more difficulty recognizing the syntactic relationships within the sentence
in question.

60% -

50% A

B Group A
40% -
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20%
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0%

Figure 56. Negative judgments on capital letters and inflections in nationalities.
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Sentence 17 also contained declension errors which were additionally
accompanied by the wrong punctuation mark:

Respondenci zostali podzieleni na dwie grupy, uczniowie i nauczyciele
Jjezykow obcych. [sentence 17]

The beginning of the sentence introduced the specific information about the
respondents. However, the colon mark should have been used here (to describe the
groups) instead of the comma. Also the declension of the nouns uczniowie i nauczyciele
should be in concord with the verb phrase.

80% -

70% -
64%

60% - B Group A
50% - W Group B
a40% - Group C

W GroupD

30% -
20% -

10% -

0%

Figure 57. Negative evaluation of punctuation and declination in sentence 17.

Figure 57 shows that, in general terms, the tendency to mark the sentence as
incorrect was quite high with a decreasing trend. It is another example in which the
more advanced bilinguals seem to have focused on the meaning rather than sentence
structure.

Sentence 20 included an example of an inappropriate declension of the Polish
verb przeprowadza¢ [carry out]. The sentence was a relatively complex clause, which
additionally did not contain any punctuation marks apart from the final stop:

Rozdzial drugi i trzeci stanowiq opis i analize odpowiedzi na pytania
zawarte w kwestionariuszu przeprowadzonego wsrod uczniow liceum
ogolnoksztatcgcego. [sentence 20]

For the sake of clarity, the content of this sentence could successfully be divided
into two smaller units. The length was probably the major factor which contributed to
the wrong form of the verb. The wrong inflection in the verb przeprowadzony [carried
out] did not refer it to any language item in the text, however, the relationship between
the words in bold could be quite easily guessed.

Figure 58 illustrates that the majority of the participants in all the groups
recognized the inaccurate morphological form with much success. The lowest score of
53% was obtained by the first year students and the highest of 88% — by the third year
students. The second and fourth year students achieved approximately the same results
of 60% and 58%. This example shows that the sensitivity toward morphological
relations between the neighboring items may be better developed in highly proficient
bilinguals.
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Figure 58. Negative judgments on the phrase w kwestionariuszu przeprowadzonego.

The average judgments on sentence incoherence are presented in Figure 59. The
figure shows that the perception of sentence organization and its clarity was declining
according to the year of study. Group A obtained the best result of 70%. Group B and
Group C maintained the level of approximately 60%. Group D were less accurate in
their judgments by 20% as against Group A and by 10% as against Group D.
Apparently, more proficient bilinguals paid attention to the content whenever the form
was not well organized.

80% -
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60% - B Group A
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40% - Group C
30% A B GroupD
20% -
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Figure 59. Average results in judgments on sentence coherence.

5.6. Word order

Another category of errors was related to the word order. For instance, sentence
34 contained the adverbs pozytywnie i niegatywnie [in a positive and negative way] at
the end of the sentence after the noun klasa [class]. Placing adverbs at the end of the
Polish sentence might be regarded as an outcome of FL influence as it is typical for the
English language. The adverbs in the sentence in question refer to and describe the verb
wplywaé [influence] and therefore should either immediately follow the Polish verb or
precede it:

W tej czesci pracy zostaly przedstawione czynniki, ktore wplhwajq na
zarzgdzanie klasq pozytywnie i negatywnie. [sentence 34]
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Figure 60. Negative evaluation on the position of adverbs in the sentence.

As seen in Figure 60, the highest score of 53% was achieved by Group A and it
was lower in the remaining groups (35% in Group B, 41% in Group C and 32% in
Group D). It might be concluded that in this sentence the FL-influenced word order met
with less criticism and more tolerance along the year of study.

In sentence 3, the adjective fonetyczny [phonetic] was wrongly used in the
phrase:

W pierwszym rozdziale proces palatalizacji przedstawiony jest z punktu
widzenia fonetycznego. [sentence 3]

First of all, it must be made clear that the Polish noun phrase punkt widzenia
[standpoint] collocates with a personal pronoun or object noun, not adjective. Placing
the adjective before the noun phrase might have been an attempt to shorten the sentence
in the summary text and to retain the intended meaning at the same time. However, the
correct phrase would consist of the same number of words, e.g.: z punktu widzenia
fonetyki. It is interesting why in the sentence in question the adjective occupies the post-
noun position reserved for the object noun in both languages and not the pre-noun
position.

Figure 61 shows that the number of the participants who marked the sentence as
incorrect was declining from 42% in Group A to 15% in Group B and 36% in Group C
and Group D. The sentence structure might not be perceived as erroneous since it
successfully conveyed the meaning. Although the negative judgments were generally
low, the number of the participants who marked the pattern as correct was rising from
5% in Group A, to 30% in Group B, 41% in Group C and 36% in Group D (see
Appendix G). The results of judgments on sentences 34 and 3 suggest that perception of
the word order errors was increasingly problematic for more advanced bilinguals.
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Figure 61. Negative evaluation of the phrase z punktu widzenia fonetycznego.

5.7.Errors of logic

Sentence 24 was inaccurate in terms of logic. The term postawa [attitude]
connotes the sense of certain beliefs and behaviour towards particular concepts, issues
and beings. Thus, combining the noun postawa with the phrase wobec komputera
[toward the computer] was incorrect (a computer is an inanimate piece of equipment):

W swojej pracy przedstawitam czynniki, jakie mogg mie¢ wphw na
ksztaltowanie postawy uczqcych si¢ wobec komputera jako pomocy
naukowe;j. [sentence 24]

The sentence illogicality remained largely unrecognized. As presented in Figure
62, the highest result of 58% was achieved by Group A. The remaining groups must
have again put more attention to text comprehension rather than proper collocation.

Sentence 28 contained the verb ksztalci¢ sie, [to educate] in combination with
the noun motywacja [motivation] and was an approximation of the verb ksztattowac [to
form]:

Praca ta miata na celu przedstawienie procesu ksztatcenia si¢ motywacji
| efektywnosci uczenia sie uczniow. [sentence 28]

The lexical misuse in sentence 28 created an illogical sense in which motivation
was capable of educating itself. Figure 63 shows that the comparative numbers of the
students in the first three groups (i.e. 55% in Group B, 58% in Group A and 64%)
evaluated the sentence as inappropriate. Some students additionally pointed to
overproduction of the final noun uczniow [learners] or underlined the whole phrase
efektywnosci uczenia sig¢ uczniow as too built on and complicated. The remaining
students approved of the sentence ignoring the wrong collocation or resigned from its
assessment. Some of them highlighted overproduction in the closing part of the sentence
or marked the lack of punctuation which was, however, optional in the sentence. It was
interesting to observe that the number of the participants who marked the sentence
pattern as correct was growing slightly from 0% in Group A to approximate 20% in the
remaining groups (see Appendix G). Again this might suggest attrition of the meaning
of concepts in L1.
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Figure 62. Negative judgments on the phrase postawa uczgcych si¢ wobec komputera.

The average evaluation of sentences containing logical errors is illustrated in
Figure 64. More than half of the students in Group A correctly identified the errors.
However, average results in the remaining groups were much lower. The conclusion
which might be drawn at this point is that more proficient bilinguals pay more attention
to the intended meaning of the message than the form (even if illogical) in which it is
conveyed.
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Figure 63. Negative judgments on the phrase ksztalcenia si¢ motywacji.
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Figure 64. Average judgments on illogical sentences.
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5.8. Correct and acceptable patterns

The remaining sentences of the questionnaire may be considered correct. The
first sentence contained the Polish conjunction zaréwno..., jak i... which joined two
parts of the clause. According to the Polish punctuation rules, the comma mark must
occur before the other part of the clause which begins with jak i. In the sentence in
question, the conjunction introduced a subordinate clause, and that is why it should
additionally be separated with the commas:

Czynnikiem powodujgcym pojawienie si¢ barier komunikacyjnych,
zarowno w grupie miodziezy, jak i dorostych, jest brak stownictwa oraz
wiedzy gramatycznej. [sentence 1]

Figure 65 shows the number of participants who marked sentence 1 as correct.
The tendency to judge the sentence as incorrect was increasing in the first three groups.
The growing criticism concerned the comma mark in front of the conjunction jak i.
Some students marked the pattern as not entirely accurate but acceptable because of the
singular verb form jest where, in their opinion, plural verb form sq should appear. Those
students raised objections against the syntactic inconsistence between the singularity of
the main verb and the plurality of the object (which might be the result of English
influence). Thus, they suggested that the pattern be repaired in the following way:

Czynnikami powodujgcymi pojawienie si¢ barier komunikacyjnych,
zarowno w grupie miodziezy, jak i dorostych sq brak stownictwa oraz
wiedzy gramatycznej.

Other students pointed out that the word pojawienie would be better replaced
with pojawianie as the latter form implies the cyclical character of the phenomenon in
question and is therefore more suitable. There were a number of suggestions concerning
the improvement of the noun phrase brak stownictwa, for which synonymous meanings,
such as niedobor/zasob/nieznajomos¢ stownictwa, were proposed. In sum, the combined
numbers of correct and acceptable judgments constituted large majorities in all the
groups.

100% -
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Figure 65. Affirmative judgments on sentence 1.
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Some of the sentences in this section could be subject to some improvement. For
instance, the collocation stosowany do bogacenia was a combination of the preposition
do [to] and an emphatic form of the verb wzbogaca¢, i.e. bogacié¢ [enrich]:

Diagnostyczny charakter pracy zostal rozbudowany o badanie i ocene
strategii uczenia sie stosowanych do bogacenia sfownictwa. [sentence 2]

Both terms bogaci¢ nad wzbogacaé share two meanings: to become more
affluent and to become more varied and of better quality. However, it is the latter verb
which is more naturally used with the noun stownictwo [vocabulary]. The prepositional
phrase seems to represent a syntactic loan translation of the English phrase used to
enrich vocabulary. The collocation stosowac do in Polish is used to say that something
may be applied to something else, e.g. metoda stosowana do pomiaru parametrow. In
sentence 2 the emphasis was placed on the strategy that was used to enrich vocabulary
and it would be more natural to use a less complex phrase, such as strategii
rozbudowywania/wzbogacania stownictwa.

When it comes to the results, none of the students in Group A or Group B
marked the sentence as correct as against 6% of the students in Group C and 9% in
Group D. The sentence was marked as definitely incorrect by 21% of the students in
Group A, 55% in Group B, 64% in Group C and 36% in Group D (Figure 66), i.e. more
advanced students were more sensitive toward the pattern.
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Figure 66. Negative judgments on the word bogacenia in sentence 2.
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Figure 67. Affirmative judgments on sentence 2.
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In sentence 4, the phrase udzial wzigli might sound better if the words were
reversed into wzieli udzial. The former wording is spread by the cinema industry
(appears at the end of the film/performance to name the starring characters).

W badaniach udzial wzieli nauczyciele jezyka angielskiego, niemieckiego i
francuskiego pracujgcy w gimnazjach na terenie Slgska. [sentence 4]

The total score for correct and acceptable answers per group was very high and
rose from 84% in Group A, 90% in Group B to 94% in Group C and 91% in Group D
(Figure 68). Some students in Group A suggested changing the word order but marked
the sentence as acceptable. The results suggest that the first year students were the most
critical of the word order, however, the number of affirmative judgments was much
higher among the remaining participants.
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Figure 68. Affirmative judgments on sentence 4.

Sentence 9 contained the passive voice consisting of the verb to be and past
participle, however, it was not overused within the sentence and was stylistically
acceptable:

W rozdziale drugim opisana zostata ankieta, ktora stanowi gtowne Zrodto
informacji. [sentence 9]

The majority of participants in all four groups marked the sentence as
correct (Figure 69). The results were maintained at the similar level in all the
groups except Group C who attained the score of 82% which might be received
as an indication that the level of FL proficiency might improve evaluation of
correct patterns.
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Figure 69. Affirmative judgments on sentence 9.

In sentence 11, the coordinating conjunction i was repeated and preceded by the
comma mark. According to the rules of Polish punctuation there should be no
punctuation marks preceding the conjunction i unless it is used to emphasize the equal
status of the listed items, which was the case in this example:

Autorka pracy uwzglednita i style kierowania klasq, i osobowos¢
nauczyciela. [sentence 11]

Figure 70 shows rather disappointing results. Large minorities of the students
considered the punctuation accurate. The best result of 30% was achieved by Group B.
The results were most presumably an outcome of insufficient learning of the
punctuation rule which is very sporadically made use of and might have been forgotten
or imperfectly learnt.
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Figure 70. Affirmative judgments on sentence 11.

Sentence 13 might be described as clear and easy to follow. What is more,
although it was passive, it contained an impersonal verb form:

Dalszq czes¢ rozdziatu poswiecono zagadnieniom, zwigzanym z teoriami
uczenia sie jezyka i ich zastosowaniami w dydaktyce jezyka obcego.

[sentence 13]

155



The affirmative judgments, as shown in Figure 71, did not constitute the
majority. The best result was attained by the group of the first year students and dropped
to 12% and 13% in the two latter groups. The students who marked the sentence as
incorrect usually deleted the comma mark as the unnecessary punctuation. In fact, it was
properly used and separated the additional information from the main clause. Low
results suggest that the knowledge on Polish punctuation was either forgotten or
imperfectly learnt, or both.

30% A

25% -

H Group A
20% -

H Group B
15% Group C
12% M Group D
10% -

5% -

0%

Figure 71. Affirmative judgments on sentence 13.

Sentence 18 was also grammatically accurate. It included the date written with
the aid of Arabic numerals. According to the Polish language rules, the ordinal number
represented by the Arabic numeral is not followed by the full stop mark in dates:

Badania do pracy przeprowadzono dnia 20 lutego 2005r. [sentence 18]

90% -
80% -~ 82%
70% 7 W Group A
60% - = Group B
50% 1 Group C
40% 7 H Group D
30% -+
20% -~

10% -+

0%

Figure 72. Affirmative judgments on sentence 18.

Figure 72 points to Group C as the most accurate group in their judgments - more
than 80% of that group provided the correct answers. The other groups’ results were
lower by more than 30%.
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30%

25%

mGroup A
20% - H Group B
159% - Group C
W Group D
10% -

5% - (&

0%

Figure 73. Negative evaluation of sentence 19.

90% -
80% 1 81%
70% 1 mGroup A
60% 1 H Group B
50% 1 Group C
40% H Group D
30% -+
20% -+

10% -

0%

Figure 74. Positive evaluation of sentence 19.

Sentence 19 included the reflexive verb boryka sie which might be placed at the
borderline between the formal and informal style:

Celem pracy jest przedstawienie dodatkowych trudnosci z jakimi boryka
si¢ tlumacz literatury pisanej w jezyku niekonwencjonalnym. [sentence 19]

The affirmative judgments on that sentence were declining with each group. The
number of acceptability judgments fell from 90% in Group A to 59% in Group D, and
the percentage of negative marks remained at a low level (although it was rising along
the year of study and reached 27% in Group D). Figures 73 and 74 illustrate the
increasing criticism toward the phrase.

Sentence 22 was an example of code mixing. The name of the teaching method
was introduced in the English language:

W pierwszym rozdziale mojej pracy omawiam w skrocie komunikacyjne
cele i teorie lezgce u podstaw metody Natural Approach. [sentence 22]

The term Natural Approach could be translated into metoda naturalna as done
by Komorowska (2001). However, it may as well be retained in original as the proper
name of the method. Additionally, the word order in the phrase komunikacyjne cele
[communicative goals] could be changed to cele komunikacyjne. However, the altered
word order may have well been an attempt to emphasize the communicative character
of the goals. From this perspective, the sentence was grammatically appropriate.
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In terms of results, the sentence was marked as correct and acceptable by the
majorities of the students in all the groups as presented in Figure 75. It is interesting to
note that the students’ tolerance toward the sentence was declining according to the year
of study. In other words, more advanced bilinguals were increasingly critical of the
sentence.

80% -

70% -

60% - 64% mGroup A
50% - HGroupB
A0% - Group €

W Group D

30% -
20% -

10% -+

0%

Figure 75. Affirmative judgments on sentence 22.

Sentence 25 was complete and correct:

Reasumpcje teorii zwigzanych z nabywaniem jezyka drugiego stanowi
tabela, umieszczona w rozdziale pierwszym pracy. [sentence 25]

However, as seen in Figure 76, only 48% of the students in Group A, 45% in
Group B, 23% in Group C and 41% in Group D marked the sentence as correct or
acceptable.

50% -~
45% -~
40% -+
35% -+
30% -+
25% -+
20% - 23% M Group D

B Group A
mGroup B
Group C

15% -
10% -
5% -
0%

Figure 76. Affirmative judgments on sentence 25.

It was interesting that the students considered the word reasumpcja to be a
lexical error and suggested substituting it with more familiar word, such as
podsumowanie. In a similar vein, some students altered the phrase nabywanie jezyka
drugiego with uczenie sie/rozwijanie jezyka obcego and changed the word order in
phrases jezyk drugi and rozdzial pierwszy. A number of participants marked the
sentence as acceptable, however, the overall score for the correct and acceptable
evaluations was decreasing. Large numbers of the students marked the sentence as
incorrect because of the borrowing reasumpcja, and the remaining students expressed
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uncertainty about the right answer. The results suggest that FL proficiency may attract
sharper criticism in the case of lexical items which seem to be English borrowings.

Sentence 31 was also correct. It made use of the punctuation marks, such as a
comma to separate the clause and a dash to avoid repetition of the same words:

Grupa kontrolna uczestniczyta w tradycyjnych zajeciach, a grupa
eksperymentalna — niekonwencjonalnych. [sentence 31]

18% 18%
16% -
14% 1 = Group A
12% 1 B Group B
10% - Group C
8% 1 B Group D
6% -
4% -

2% -

0%

Figure 77. Affirmative judgments on sentence 31.

Overall evaluation by the students was very low (which shows Figure 77) and the
best results in the two latter groups reached merely 18%. Those students who marked
the sentence as incorrect replaced the dash with a verb phrase. Some students underlined
the adjective at the end of the sentence but did not suggest its paraphrase. To some
degree, poor results might be indicative of low knowledge of punctuation rules.

Sentence 35 was quite complex but did not contain grammatical errors:

Powyzsza analiza jest uzupetniona oceng dwoch podrecznikow pod
wzgledem ich tresci kulturowych. [sentence 35]

As shown in Figure 78, the number of approving judgments was increasing along
the year of study with the highest score of 64% in Group C and the lowest of 6% in
Group A. In this case, the level of FL proficiency seemed to have had a beneficial
impact on the students’ judgments.

70% -

64%

60% -

50% - mGroup A
o

H Group B

40% -

Group C

30% B Group D
20% -

10% -

0%

Figure 78. Affirmative judgments on sentence 35.
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54%
53%
52% -+
B Group A

50% - W Group B

48% Group €
H Group D
46% -

44% -

42%

Figure 79. Average affirmative judgments on correct and acceptable sentences.

Average affirmative judgments on the sentences in this section are presented in
Figure 79. Group A attained the result of 47%, Group B and Group C achieved the same
result of 46% and the best result was attained by Group C (53%). On the basis of
average results, a tentative assumption may be made that FL proficiency might have an
influence on greater tolerance of complex sentences — Group C regarded the sentences
as correct more often than other groups of participants.

Finally, all negative, acceptable and affirmative judgments were averaged per
group to show general tendencies. For the sake of clarity of presentation, the averages
for ‘correct’ and ‘acceptable’ judgments were summed and compared with the average
of ‘incorrect’ evaluations. Figure 80 illustrates these overall tendencies which suggest
that although negative evaluations fluctuated at the level of 30% to 40%, the number of
‘acceptable’ and ‘correct’ judgments was declining. Thus, it might be roughly stated
that in general terms FL proficiency makes more proficient bilinguals increasingly
careful in approving of L1 sentence patterns.

70%

o ;T

50%

40% ‘\ /\’ —4—Negative judgments
30% "

== Acceptable and
affirmative judgments

20%

10%

0%

1 2 3 4 Year

Figure 80. Average results in the judgment test.

5.9. Discussion

Against early expectations, FL use in the university setting was gradually
declining whereas the use of L1 grew more intense. The research findings support the
widespread view that bilingual education enhances metalinguistic awareness.

In spite of relatively critical subjective evaluations of one’s own L1 competence,
the C-Test showed no attrition in the word-completion task. On the contrary, the results
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were improved along the year of studies and level of FL proficiency, which may only be
approached as a positive effect of bilinguality.

The appropriateness judgment task indicated that the language area which should
be paid more attention to was L1 punctuation. The participants ignored the wrong use of
punctuation marks or their non-use and focused on the meaning comprehension. Some
punctuation errors might be the result of FL influence and confusion caused by the
differences between the languages. It might also be possible that those rules had been
insufficiently learnt and/or forgotten.

Lexis was the area which exhibited many FL influences. Lexical misuses were
slightly better recognized in the group of the first year students than in the remaining
groups. Such results support the stance that L1 lexicon is more susceptible to FL
influence in advanced bilinguals. On the other hand, some FL borrowings in the study
were considered erroneous by smaller numbers of early bilinguals and larger numbers of
more proficient participants, which suggested boosted L1 sensitivity to the foreign
patterns.

L1 perception was enhanced in the case of loan translation. Examples being the
result of loan translating were recognized as erroneous by the rising numbers of the
students what points to greater language awareness. Prepositions which were confused
or used in a different sense might have been either insufficiently learnt or the distinction
between their L1 and FL equivalents might have attrited.

The syntactic relationships between the words within sentences were tackled
with increasing difficulty by more proficient students. In the same vein, illogical errors
were identified by fewer students in their third and fourth years of studies. Those
findings were particularly intriguing because they suggested that proficient bilinguals
may show a tendency to tolerate syntactical and logical inconsistencies as long as they
are able to comprehend the intended meaning.

Finally, more advanced bilinguals were better at recognizing the correct
sentences although the average results showed that more proficient bilinguals were
generally less tolerant in their judgments. Thus the conclusion which may be drawn here
is that the knowledge of FL contributed to stricter judgments in many (however not all)
L1 areas.
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Chapter VI

Conclusions and implications

1. Research purpose

The following chapter is an attempt to reconcile the discussed ideas on L1
dynamics under FL influence with the results of the conducted studies. This chapter
contains a review of the main goals set in this work, stages of the research and obtained
results. The section with conclusions completes the work on L1 attrition which has been
the main focus throughout the pages of six chapters. However, the problem area may
not be considered exhausted. It will certainly be expanded by other researchers, new
questions and searches for answers to them.

This work was not intended as a manifestation of ideas of radical language
purism. Its aim was to find out whether it is possible for L1 to attrite in an L1 setting
under intensive formal FL instruction. Language changes have been viewed as
inevitable and natural in the course of time. It has been my belief, however, that
understanding language dynamics and attrition in maintaining standards of one’s native
tongue should be given proper attention.

2. General discussion of the research findings

The research consisted of several steps. In the first stage, the corpus of summary
texts in L1 was compiled from one hundred MA theses by the graduate students at the
Institute of English, University of Silesia. The language found in the corpus was
investigated with a view to finding patterns which did not comply with the L1 norm.
Those patterns were classified according to their categories and described with the aid
of dictionaries, particularly Wielki Stownik Poprawnej Polszczyzny PWN (2004). Since
language production is more likely to exhibit signs of language attrition because it is
dependent on various cross-linguistic and psychological phenomena governing on-line
production, the second, follow-up stage was designed to measure receptive judgments
of the patterns selected from the corpus data.

The second stage of the research was carried out among 78 Polish university
students of English in the first four years of their studies and it consisted of three parts.
It commenced with the questionnaire on the students’ history of language development
and their self-perceived language change. Secondly, a C-test was devised as a
quantitative measurement of language proficiency in guided production in L1 (full texts
were provided with parts of selected words to be restored). Finally, appropriateness
judgment test was constructed in which sentences selected from the language corpus
were presented for the students’ receptive evaluation. Such procedures allowed for a
comparison of language errors at the level of production and reception.

The primary focus of the research centered on whether the native language of
adult bilinguals is susceptible to language change described as language attrition in the
FL educational context. While searching for answers, L1 productive and receptive skills
were investigated. The aim was to find out whether symptoms of L1 attrition could be
observed in the C-test completion task and accuracy judgments in L1. It was assumed
that it would be interesting to look at the results of the two tests and compare them with
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self-perceptions of competence in L1. Finally, among the goals there were questions
about vulnerability of L1 areas to attrition, conditions conducive to L1 attrition to take
place and implications that could be formulated on the basis of the research results.

2.1. Attrition at the level of L1 production

The language patterns were discussed within the framework of the grammatical
and lexical categories as suggested in The BBI Combinatory Dictionary of English
(1986). In the course of language analysis there appeared the need for some additional
categories to be distinguished, too.

In the light of the definitions presented in this work, language attrition at the
level of production means ‘divergence from the norm of language’ (Sharwood Smith,
1994), ‘overuse of certain elements of the language system’ (Wysocka, 1999) and
‘interferences from the L2 (...), a simplification or impoverishment of the L1’ (Schmid
and Kopke, 2009). After the analysis of the language corpus, a conclusion may be
drawn that all of the above symptoms were present in the collection of summary texts
and described according to lexical and syntactic categories. Some of those linguistic
symptoms of attrition might be merely ‘slips of the tongue’ (as in the phrase skupiac si¢
nad). Some resembled backsliding where the mistakes were so evident that they could
not have resulted from imperfect learning (e.g. some punctuation marks). Some were
extensions (e.g. the use of preposition przy), some resulted from FL influence (e.g. L1
structures with the verb to be and other instances of loan translation) and yet others
could be described as unique in its own kind because they appeared to be the outcomes
of operation of some merged L1 and FL rules (as in the phrase o wjeciu procesu w
teorii). It was found out that the lexical patterns which diverted from the L1 norm
constituted the largest group of errors and comprised 32% of their total number.
Grammatical errors formed the second, significant in terms of the size (26%), category.
The remaining patterns were examples of word order errors (14%), stylistic errors
(10%), language overproduction and underproduction (9%) and structural loan
translation (8%).

Not all of the categories of language errors occurred systematically across the
corpus as it might be expected. It was found out that a combination of different errors
appeared in individual summary texts and rendered them stylistically and linguistically
inappropriate. Thus, although the summary texts might not share a large number of the
same errors, the individual texts were highly repetitive in terms of analogous or exact
language patterns. This repetitiveness created an impression of the paucity of linguistic
variety in the texts and was illustrated and discussed on two examples of summary texts
in Chapter V. In the sample summary texts, the lack of L1 control was observed in the
chaotic use of punctuation, free word and sentence order and distorted syntactic
relationships. What is more, the formal tone of the texts was occasionally disrupted with
informal digressions. In a similar vein, the language identified in the L1 corpus often
resembled a flow of casual speech with colloquial phrases, repetitions and loosely
connected structures. In that sense, the texts represented diminished quality in terms of
both form and vocabulary. Such production must have been caused by mutual L1 «> FL
interference and by some re-organisation in the bilingual mind to handle more than one
language.
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The fact that the corpus consisted of summary texts in L1 which were parts of
MA theses written in FL led to an assumption that both language modes must have been
activated during summary writing. As a result, there must have been a degree of
interaction between FL and L1 rules. Many Polish researchers (e.g. Bartminski 2004,
Otwinowska-Kasztelanic 2006, Zabawa 2008a) emphasize that deviations from the L1
norm are frequently the result of negligence of L1 rules and that they often stem from
carelessness of speakers and translators who render texts hastily and without proper
attention to L1 structure and vocabulary. Cook (1992) defended the way bilinguals use
their L1 by arguing that their unique state of multi-competent mind may not be
juxtaposed with a monolingual norm. Indeed, the text features found in the corpus made
L1 writing quite distinct. However, it would be hardly possible at that stage of the
research to find them acceptable and justified by their ‘own right” (Cook, 1992).

The language found in the corpus was ‘unique’ because it stood in opposition to
the L1 norm in several respects. The passive voice structure with the verb to be and past
participle to emphasize the formal context was overused in comparison to passive
structures with the impersonal verb. This means that the latter alternative of expressing
passive voice was rather rare. It was an interesting observation as it implied some
conceptual change in understanding of what linguistic means should be used to express
formality in L1. That also means that production in L1 was approached from the FL
perspective and through the prism of FL standards. Certainly, the overused passive
voice structure cost the bilingual mind less cognitive strain as it was, metaphorically
speaking, a common denominator (i.e. the same structure) for both languages. However,
the patterns with the impersonal verb are twice as much space-efficient what should
have been essential in summary writing. Further, the syntactic combinations described
as Verb + Object/Preposition and Noun + Object were frequently identified as
incorrect. The misuse and lack of punctuation contributed to the disorganised,
incoherent sentences and logical errors. Finally, the lexical patterns were not only
repetitive but they were often FL imports, loan translation and approximation.

All of the above mentioned errors might be viewed after Latkowska (2006) as
substitutions of specific and unavailable terms within Cook’s (1992) understanding the
construct of multicompetence. However, since those errors at the level of L1 production
might as well be the result of haste, ignorance and lack of proper attention to language
and because of the danger that they might be too easily deemed as outcomes of ‘unique’
multi-competent processing, they were at that stage regarded as examples of L1 attrition
in the L1 context.

2.2. Self-perception of L1 dynamics

Encountering language problems, be it at the level of production or perception,
must coincide with certain observations of language change on the part of language
users. The self-perception of language dynamics as well as background information on
the students was addressed by the means of the questionnaire.

The students participating in the studies started to develop their English language
proficiency around the age of 10, i.e. around puberty. At the time of the study, they had
been developing their English language skills for the minimum of ten years. Under
intensive, quality tuition they were mastering it to the advanced and native-like levels.
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The students were also learning other foreign languages, however, the achieved
proficiency in them was elementary and did not go beyond the intermediate level. Thus,
the English language was the only foreign language in which they were highly advanced
and throughout the whole work they have been referred to as ‘bilinguals’.

It was assumed in this work that under quality tuition and in line with gaining
competence in a range of FL skills, the L1 use would continue to dwindle. Thus, it came
as a big surprise that the perceived amount of the use of FL in the university setting was
increasingly smaller in favour of L1. Nevertheless, in general terms, the students
provided high evaluations of their L1 and FL proficiency. Confidence was naturally
higher in their L1 reaching the average level of 95% on the scale 0-100 and only slightly
smaller in FL reaching the average level of 90%. The students felt more competent
interlocutors in L1 than FL, especially before larger and unknown audiences.

Perhaps the most important finding of this study was that the students’ perception
of L1 dominance was rising and so was rising the awareness of L1 change under FL
influence. It was extremely compelling to note that more than half of the first year
students claimed not to notice any changes within their L1 and that the number of such
beliefs dwindled with each year to 0% in the group of the fourth year students. That
means that L1 change under FL impact is observed only after reaching a certain degree
of FL proficiency.

Analogously, speaking in terms of the perception of interference between the two
language systems, there was a rising number of the students who observed both positive
and negative FL impact on their L1. The results showed that the process of FL
development entails constant revision of L1 according to the FL rules in the course of
which the students become more aware of the positive and negative FL influences. To
sum up, according to the study, there is a correlation between the stage of FL
development and self-observation of instability of the L1 system.

It was expected that the negative evaluation of FL influence on L1 would
eventually override perceptions of positive FL impact on L1. Thus, it came as a
disappointment that self-perception of FL influence on L1 was rather balanced, i.e. the
same number of the students saw that influence as positive and the same number saw it
as a negative outcome. That result was a negation of the claim that highly advanced
bilinguals consider FL a destructive force in L1 maintenance.

Although the students highly estimated their L1 proficiency, they had different
views on receptive and productive language skills. In both FL and L1, writing was
approached with greater resentment than reading. The preference for L1 writing
dropped from 16% in Group A to 0% in Group D which is shown in Figure 23 in
Chapter V. In other words, the fourth year students had, for some reasons, an aversion
to written production in L1. It is possible that language decoding, involving language
recognition is less strenuous in terms of cognitive effort and less time consuming and
was therefore preferred over more cognitively-demanding task of encoding. It is also
viable that greater objections towards writing in L1 stemmed from difficulty finding
proper means of expression. Thus, those results might be received as indicative of
decreased L1 productive skills resulting from L1 attrition.
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The presented outcomes also point to the crucial role that FL development plays
in building meta-linguistic awareness. FL interference helped the bilinguals realize that
their L1 system was neither stable nor resistant to FL impact but quite to the contrary —
fragile and susceptible to change. It was expected at that stage that the results of two
other studies, i.e. C-test and judgment task would allow for more objective conclusions
on L1 dynamics.

2.3. C-Test task findings

The C-test was a tool devised on the basis of Schmid’s (2004) New blueprint for
language attrition research to provide quantitative feedback on the students’ L1
proficiency. The task required from the students wide vocabulary, high comprehension
skills and good awareness of the inter-sentential and intra-sentential relationships.
Schmid (2004) explained that this task

‘requires the speaker to make full use of the natural redundancy of a text,
which makes it possible to measure not only relatively low level skills
(command of vocabulary, grammar, idioms) but also higher order skills
such as awareness of intersentential relationships, global reading, etc.” and
that ‘it has been (...) found to be a highly valid and reliable predictor of
overall proficiency’. (p. 360)

The C-test used in this study might be described as a sort of a word restoration
task in which five different texts, each 80-100 word-long, contained the total of one
hundred gaps. The students were asked to restore the entries in which the second half of
the words had been deleted. The results obtained in this study were completely
unsupportive for the hypothesis that the advanced bilingual students would manifest
decreased ability to restore the gaps. The overall scores achieved by the students were
very high in all the groups and approximated 90%. An emphasis must be placed on the
fact that the scores were rising in the first three groups. Group D achieved a weaker
result which might be explained in terms of slightly different FL instruction gained
outside the university before entering the complementary MA course. However, the
climbing tendency might only be received as an indication of enhanced linguistic skills.
That tendency suggested that L1 skills were improved by FL proficiency.

65% of the errors which were identified in the C-test task were lexical misuses.
They were items inappropriate for the provided context as they conveyed the wrong
sense. Some of them may have been caused by the readers’ inattentiveness but there
were also lexical misuses which implied inability to find the right word. Unfortunately,
there were also a few entries which were evidently completed with the first available
association with the initial letters provided in the gap. In all probability, they resulted
from carelessness and haste. To provide an example, gap 46 in the C-test task was filled
in with the phrase w ogrodzie [in the garden] instead of w ogdle [at all]:

Przeciez nawet ja bym dawal chetnie, gdyby tylko byla taka mozliwos¢ i
zeby byla ona prosta, nie wymagata wczytywania sie w dziesigtki zawitych
przepisow. Ale u nas w (46) ogrodzie nie ma (47) takich mozliwosci.
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Even | would eagerly give if there was such a possibility and if it were
simple and did not require delving into plenty of unclear regulations. But
there is no (47) such possibility for us (46) in the garden.

The entry marked in red was an evident result of negligence, which showed that
psychological factors must also be taken into account when calculating the results.
Morphological errors comprised the minority of 31% of all the errors. They were
incorrect inflexions which did not agree with the part of the sentence they referred to.
For instance, in the above passage the determiner takich [such] in gap 47 misleadingly
pointed to the multiple aspect of the singular noun possibility [mozliwos¢]. The
inflection did not agree with the noun phrase in the previous sentence that it related to.
Inaccurate inflections were also added to other categories of words, such as nouns and
verbs, bringing a change of meaning. For instance, the most frequently committed
morphological error was the plural morpheme instead of the singular one, such as the
one in entry number 19:

Na razie wiemy, Ze jest tam gwiazda o potowe mniejsza, ciemniejsza i
chiodniejsza od Stonca i dwie planety. (...) Naukowcy podejrzewajq, zZe
miedzy nimi a ich (19) gwiazdami mogqg (20) by¢ skaliste obiekty
przypominajqce Ziemie, Marsa, Merkurego, Urana i Neptuna.

At the present time, we know that there is the star which is smaller, darker
and colder than the Sun and two planets. (...) Researchers suspect that
between them and their (19) stars there may be rocky objects resembling
the Earth, Mars, Mercury, Uranus and Neptune.

In consequence, the text was not consistent as it mentioned the star and two
planets in the preceding sentence and then made reference to the plural noun stars
instead of the singular one. In a similar vein, other inaccurate inflections were
predominantly the result of the agreement and plurality errors. The most sporadic errors
were conjunction errors, which comprised 4% of the total number of errors in the C-test
task.

The results of the C-test were very high and slightly improving according to the
year of study with the exception of the group of the fourth year participants. What is
more, some language misuses resulted from the students’ weariness, inattentiveness and
negligence. In the light of the findings, there was no attrition detected in this L1
completion task. The students used the cues successfully and restored the correct
language items. The task did not pose any major difficulties and the students’ lexical
knowledge and awareness of inter-sentential and intra-sentential relationships was in a
very good condition. According to Schmid and Képke (2009, p. 216), the C-test results
improve according to the level of education, i.e. the higher the level of education the
better the results. Their claim finds confirmation in this study in which participants
boosted their performance in line with their progression toward the higher degree.

It has to be asked how the C-test results relate to the corpus findings? Why are
there symptoms of attrition found in the summary text writing and no confirmation of
them in the C-test? One explanation is that different mechanisms must have been at
operation during their completion. The summary texts were examples of free production
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in L1, without the provided context and the gaps to be filled in. There is some
probability that errors in the summary texts were the result of translation mechanisms
which must have been at operation during the text development. It must be remembered
that the main body of the thesis was written in English and the summary texts were
written in Polish. That could contribute to activation of the FL mode and to the use of
FL structures instead of L1 counterparts. Some of L1 equivalents may have been
completely deactivated at that time - hence code switching, loan translation, lexical and
structural borrowings. The C-test task provided L1 context and activated L1 mode.
Thus, there was less FL linguistic and conceptual interference whereas the enhanced
linguistic and metalinguistic knowledge most presumably contributed to higher scores.

To conclude, the results of the C-test task which required wide knowledge of L1
lexis, syntax and required good inferential skills did not manifest attrition. They showed
that as far as the controlled writing is concerned, i.e. when the L1 context and word
clues are provided, bilingual users achieve high results.

2.4. Appropriateness judgment task findings

The results gained on the basis of the appropriateness judgment task were
divided into the categories of errors and then averaged. The average outcomes per
category were not always consistently rising or falling in the groups but they fluctuated
in the case of some categories of errors.

The sentences containing punctuation errors and loan translation were more often
marked as erroneous by more advanced students than by the first year students.
However, this tendency concerned the minority of the students in the four groups, i.e.
the majority accepted the sentence patterns as appropriate. The sentences containing
lexical misuses elicited slightly less criticism on the part of the more advanced students.
Latkowska (2006) found out in her study that the degree of approval in judgments on
lexical acceptability was substantially higher in the group of bilinguals than in the
control group of monolinguals. Latkowska concluded that FL influence contributed to
the inclusion of the FL-specific concepts into L1 and was made use of during
comprehension and judgments on acceptability:

Overall, the study revealed a substantially higher degree of approval in
the bilingual group, which led to a conclusion that the L2 contributed to a
change in the bilinguals’ perception of their L1 lexical stock and was a
source of lexical expansion rather than loss. In its simplest sense, this
finding suggests that under the influence of L2 English, the bilingual
subjects included L2-specific concepts in their L1 and used them for
comprehension and acceptability judgments in the language. (Latkowska,
2006, p. 152)

In this work not only did the number of negative judgments on lexical items
slightly decline but also the majority of the students marked lexical items as definitely
appropriate. Putting it in other words, the majority of the students marked lexical
misuses as correct while the number of the students who expressed negative judgments
was shrinking. Ewert (2009) explained that FL users are more prone to accept the
language patterns which share some cross-linguistic features:
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In several cases the L2 users are more likely to consider sentences
containing some crosslinguistically similar features as more correct than
other subjects. These structures include: sentence frames, the choice
between infinitives and nominalised forms, prepositions and temporal
conjunctions. (Ewert, 2009, p. 148)

An interesting observation was made on errors concerning sentential agreement
and coherence. The tendency to recognize those sentences as incorrect was high in
Group A where it reached 70% and declined steadily to 50% in Group D (cf. Figure 59).
This means that the structural connections between parts of the sentence were gradually
paid less attention to. From the studies described in this work it appears that the students
were increasingly tolerant of structural ambiguity under FL influence. As a result, they
focused their attention on the meaning and ignored the intra-sentential lack of
agreement. In the same vein, the sentence containing word order error was marked as
incorrect by increasingly smaller numbers of the students presumably because the
wrong word order did not disturb the meaning comprehension.

Further, the students were more unanimous in recognizing the correct sentences.
Such results find confirmation in the research by Ewert (2009). The results of her study
showed that there was more agreement among the bilingual students in accepting the
grammatical sentences (however, there was also more unanimity about rejecting the
ungrammatical ones).

Finally, it is noteworthy that self-perception of the increasing amount of FL
influence on L1 was in concord with the mounting criticism towards sentences in the
appropriateness judgment task. Figure 80 in Chapter V shows that the total number of
the ‘correct’ and ‘acceptable’ judgments was on the steady decline from approximate
65% in Group A to approximate 50% in Group D. To sum up, in the appropriateness
judgment task it was found out that there are certain L1 productions, e.g. loan
translation, which may be better recognized as incorrect (perhaps because they are more
distinct). On the other hand, L1 lexical misuses are less easily identified (probably as an
effect of greater focus on meaning than form). In the same vein, sentential agreement
may be considered as less significant by more proficient bilinguals as long as the
comprehension is not disturbed. That might be a transfer of FL learning strategy to
ignore the conflicting data and keep the focus on meaning comprehension.

3. L1 attrition in an L1 context

Language change in the FL context may be observed at two levels of production
and perception. That change is triggered not so much by the length of contact with FL
but by its amount and quality. It was shown that the perception of cross-linguistic
influence in one’s L1 changes considerably as the level of FL proficiency becomes
more advanced. FL proficiency changes the ways in which a bilingual user thinks about
one’s L1 and how he/she uses it. There are certainly positive outcomes of dealing with
two advanced language systems but the focus in this work has been placed upon the
negative product referred to as attrition, which certainly occurred at the level of
production. Towards the end of their studies the students reported decrease in the use of
FL in favour of L1. Nevertheless, as Gabrys-Barker’s (2003) study showed, the
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students’ perception of FL attrition is climbing in the final years of the university
tuition.

In the context of this study, L1 attrition may be defined as an obligatory part of
language dynamics characterized by the repetitive use of the limited number of
vocabulary and structure, paucity of punctuation, structural disorganisation and focusing
on conveying all of the intended meaning without paying appropriate attention to the
form.

3.1. Attrition in L1 written production

In the course of the research it was found out that there are several factors which
may prompt attrition in creative language production. Those factors comprise paying
attention to the content while ignoring the language form, borrowing lexical and
structural items from FL, resorting to a limited range of linguistic means and avoidance
of punctuation. As a result, writing in L1 manifests structural chaos: problems with
language control which are seen in problems with coherence and cohesion, paucity of
punctuation marks, repetition of FL-induced vocabulary and structure as well as
insufficient linguistic diversity. There should be little doubt that language which
contains those symptoms may be referred to as attrited. Most presumably, L1 attrition
results from language processing and difficulty retrieving the accurate items because of
too high level of FL activation. According to Ewert (2009) ‘language that is not
currently used by a bilingual person is nonetheless always activated’ (p. 173). Attrition
is a blockage of once available linguistic information because of disturbances at the
level of language processing, which was described by Gabrys-Barker (2003) in the
following passage:

Language attrition seems to be procedural in nature in the case of
advanced users of the L2 and to refer to access to the consciously known
structures and language forms. The deficits seem to lie in storage and
retrieval processing. (p. 113)

What is more, as shown in studies in this work, when retrieving L1 patterns
bilinguals tend to rely on ‘universal’ syntactic and lexical patterns shared by languages.
Cross-linguistic features identified in the corpus would not have been that extraordinary
if they occurred with lower frequency. However, it was shown that overuse of language
patterns, such as the passive voice with the verb to be and past participle, infinitives,
etc. rendered the text unnatural and difficult to read. Thus, attrition is also too extensive
reliance on patterns shared by languages. On the other hand, the C-Test results showed
that in controlled language production in which the language context is provided and the
gaps cued, bilinguals may perform better along their progress in FL. It might be possible
that such a C-test task is too guided for bilinguals to commit any major mistakes and
their lexical knowledge readily available, especially when the retrieval process is
facilitated.

3.2. Attrition in perception of L1 sentences

At the level of perception, attrition may be described as ignorance of erroneous
and unacceptable language structures. Obviously that ignorance is not intentional but
comes as an effect of blurring of the differences between the languages, which must
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entail a type of qualitative change. Ewert (2009) states that to assume that L1
competence changes is to say that the students must possess qualitatively different L1
knowledge. In the appropriateness judgment task the results were not always clearly
indicative of the definite L1 attrition. They often showed rising tendencies, which might
suggest that judgments on acceptability of L1 structures were boosted rather than
attrited. However, those rising tendencies often concerned only the minority of the
students. Some judgment results fluctuated, which made it difficult to draw firm
conclusions. Additionally, one may not rule out the possibility that the students did not
focus sufficiently on the appropriateness task which required much attention to detail.

It seems, on the basis of the judgment test, that the knowledge and use of L1 was
changing under the FL influence which might be seen in losing the distinction between
items in both languages and unifying concepts. It may also be the case that L1
knowledge was under the process of restructuring at the time of the study. That is why
certain elements were already well contrasted with FL and established whereas other
elements were still to be accommodated. Therefore, the observed L1 attrition might be
an intermediate stage of further L1 development.

3.3.L1 vulnerability to attrition

A vast typology of various language errors was formed on the basis of the corpus
data. Essentially, there were two broad categories which comprised half of all identified
errors. They were lexical misuses that constituted one third of all language misuses and
syntactic errors which constituted one fourth of all language misuses. Within the former
category, lexical approximation formed the biggest group and was immediately
followed by borrowings, overuse of the same vocabulary and lexical loans. Code
switching, colloquial expressions and semantic change belonged to the minority. Within
the latter category of errors, the greatest problems were posed by verb phrases and noun
phrases followed by object. The use of prepositions also created difficulty. Other
misuses of phrases and conjunctions within the syntactic category occurred more
sporadically. The remaining language errors comprised word order errors, stylistic
errors and structural loan translation.

The proportions of language errors gave an idea as to which language areas are
most susceptible to attrition. As expected, the lexical domain proved the most
vulnerable to FL impact. Lexical misuses indicated the possible conceptual change
under FL influence which was observed in merging concepts in the process of meaning
extension or giving a lexical item more specific meaning in the process of narrowing.
That change was also seen in resorting to the limited number of language constructions.
Syntactic connections were also quite a susceptible area. Some of those errors were
quite peculiar as they seemed to result from an attempt to build L1 syntactic structures
closely imitating their FL equivalents what only contributed to the impression of
uncontrolled L1 production.

3.4.L1 of a bilingual speaker

It may be claimed with all certainty that FL instruction leaves an imprint on the
condition of L1. This research, however, has not unequivocally proved that L1
proficiency decreases because of the destructive FL interference. Apart from production
in L1 which indicated deficiencies in language control, the remaining studies showed
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that certain areas of L1 performance may improve under FL influence. In the Dynamic
Model of Bilingualism proposed by Herdina and Jessner (2002), learner languages are
interdependent and interrelated. Dynamics is observed in the stages of language
variation in the course of time. According to Herdina and Jessner, at an early stage of
bilingualism attrition manifests itself as the increased scatter of performance which is
recognized as erosion of proficiency. This scatter is reduced when the language system
stabilizes at a new level, i.e. attrition is reduced when the language system under the FL
influences establishes in an altered form. This perspective helps to understand L1
attrition as an intermediate stage of the L1 system’s development manifested by
diminished performance skills in the process of establishing a new quality L1 system.
The results obtained from the studies described in this work suggest that this
‘intermediate’ phase of further L1 development within the bilingual system may be
quite extended in time. The transitory phase may not depend on the length of FL
development but most of all, on the attained level of FL proficiency and on experience
in operating both language systems.

It seems reasonable to assume that the progress of the bilingual system (as
described in section 3.2. of Chapter I1) must go through certain stages of development.
It may be concluded that at the initial stage language attrition plays a major role within
this system’s evolution. Therefore, L1 production and L1 norm often stay in contrast.
What is more, during this stage of linguistic development symptoms of regression are
indispensable to acquire a new level of L1 awareness crucial for its maintenance and
expansion. This first stage leads to the second stage during which greater linguistic
awareness is developed and language forms are paid greater attention to. The third stage
might be either a continuation of FL development and perfection of L1, or decline of
one of the languages due to gradual non-use and lack of progress, i.e. fossilization. L1
attrition to occur in L1 setting has to follow the latter route of cessation of L1 use in
favour of FL (perhaps with a small exception to basic everyday situations in which L1 is
required). The degree of L1 attrition depends on how much effort is put in its
maintenance. One may expect that complete negligence of L1 rules and regulations
(perhaps even conscious effort to eliminate them from one’s competence) exacerbates
the symptoms of attrition.

To conclude, L1 attrition in an L1 context may be viewed as a manifestation of
L1 dynamics exhibited in the onset of a new quality bilingual system, which may be
revised, changed under conflicting L1 and FL evidence and expanded. This has been
referred to as a ‘holistic’ state of mind by Cook (1992), as a qualitatively different stage
of development by Ewert (2009) and as ‘a change in the native language system of the
bilingual who is acquiring and using a second language’ by Schmid and Kopke (2009,
p. 210).

4. Didactic implications

In studies carried out by Otwinowska-Kasztelanic (2006), bilingual speakers
were metaphorically described as importers and innovators whereas monolinguals as
consumers and adopters (cited in Ewert, 2009). Bilinguals seem to produce FL-induced
patterns in L1 but they rarely use them. It is the monolingual or low proficiency
multilingual audience that spread those patterns among the society. Mass media play a
particular role in reinforcing them among the society.
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From this perspective and in the light of this work’s findings, some pedagogical
implications may be put forward. Most of all, to facilitate the stabilisation of the L1
system, classes of comparative L1 < FL instruction should be run in line with FL
tuition. This should improve the awareness of the cross-language complexities and
differences between the languages, and contribute to better quality L1 production. Such
specific L1 training should be definitely taken into consideration by institutions offering
professional translation studies and FL teaching programs. Otwinowska-Kasztelanic
(2006) also points out the need for the syllabus dealing with cross-linguistic phenomena
in modern Polish, especially for students of the media and communications programs. It
is equally essential to provide L1 training for future language teachers who in the course
of their didactic work shape the L1 used by their learners. It has to be reiterated that all
teachers, FL teachers included, are obliged by the Ministry of Education to show
particular care in L1 production. In compliance with this obligation, teachers must
monitor not only their own L1 production but also the L1 used by their students.
Teacher training programs should thus take appropriate measures to prepare future FL
teachers to serve as models in both languages.

Finally, it is impossible to undermine the role of metalinguistic awareness
developed in the process of differentiation between the languages. As seen in this work,
metalinguistic awareness is an outcome of dealing with conflicting language data. It is
undisputable that under formal instruction metalinguistic awareness could be further
developed and contribute to quality production in L1.

5. Limitations

The presented research and discussion are definitely not free from certain
drawbacks. There are at least two limitations which have to be recognized. First of all,
the research was diagnostic and cross-sectional rather than longitudinal. This means that
it did not monitor the students’ changes and progress in their L1 over time. Secondly, it
was not possible to measure the proportion of sincere answers and random guesses.
Therefore the conclusions reached here have to be approached tentatively.
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Appendices

Appendix A: Grammar patterns selected from the corpus data

Nouns followed by prepositions (Table 6)

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

Wskazowka dla kogos,
Wskazowka co do czego$

Ostatni rozdzial przedstawia (...)
wskazowki praktyczne dla
nauczyciela w pracy z uczniami.

Ostatni  rozdzial —przedstawia (...)
praktyczne wskazowki dla nauczyciela
co do pracy z uczniami.

Pomoc w czyms§

..pomoc  przy  teoretycznym
opracowaniu tematyki pracy...

..pomoc W  opracowaniu tta

teoretycznego pracy...

...podzigkowanie  za  wszelkg
pomoc przy pisaniu pracy...

...podzigkowanie za wszelkqg pomoc w
pisaniu pracy...

Kwalifikacje do czego$

Material do czegos: (zuzywany
przy robieniu czegos’; tworzacy

podstawe do  czego$: ze
szczegblnym uwzglednieniem
czego$)

Zebrane informacje ukazaly braki
w kwalifikacjach nauczycieli co
do (...) rozumienia roli
przedstawionych materiatow
nauczania dla dzieci.

Zebrane informacje ukazaly braki w
kwalifikacjach nauczycieli do
nauczania dzieci.

Nouns preceded by prepositions (Table 7)

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

dzieki komus/czemus
(oznacza dodatnig przyczyng
czegos)

...dzigki mniejszemu wkladowi
pracy ucznia.

...z mniejszym wkladem pracy ucznia

w mysl (nie: po mysli) czegos$

W niniejszym opracowaniu
odniesiono sig takze do wnioskow
(..), ktore dotyczq czynnikow
majgcych wplyw na przyswajanie
stownictwa po mysli
fundamentalnej zasady (...), zZe
szybciej przyswajane sq wyrazy
uzywane czesciej (...).

W niniejszym opracowaniu odniesiono
sie takze do wnioskow (..), ktore
dotyczq czynnikow wplywajgcych na
przyswajanie  stownictwa w  mysl
fundamentalnej zasady (...), Ze szybciej
przyswajane  sq  wyrazy —uzywane
czesciej (...).

pod katem czego$

Temat ten analizowany jest pod
roznym kqtem...

Temat ten analizowany jest pod kqtem
roznych teorii nauczania...

W ujeciu (formie

przedstawienia) czego$

Praca koncentruje sie na ukazaniu
roinic w ujeciu wspomnianego
procesu poprzez dwie teorie
fonologiczne: fonologie
generatywngq i fonologie rzqdu.

Praca koncentruje si¢ na ukazaniu
roznic w procesie nauczania w ujeciu
dwoch teorii fonologicznych:
generatywnej i rzqdu.

Rozdzial sktada si¢ z dwoch
glownych czesci traktujgcych 0

Rozdzial sktada sie z dwoch, gtownych
czesci, w ktorych przedstawiono teorig

perspektywie, poprawnie: w
przyszlo$ci

problemow (...), wskazujgc na ich
zalety i wady w perspektywie
efektywnosci ksztalcenia.

ujeciu procesu w teorii fonologii | fonologii generatywnej i fonologii
generatywnej i fonologii rzqdu. rzqdu.
z perspektywy czego$, bledne | Omowiono w nim [rozdziale] | Omowiono w nim sposoby
w zn. ‘przyszito$é’. Np.: W | sposoby rozwigzywania | rozwigzywania — problemow (),

wskazujgc na ich zalety i wady z
perspektywy skutecznosci ksztalcenia.
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Nouns followed by object (Table 8)

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

Uzasadnienie czego$ (nie: dla | W pierwszej czesci [rozdziatu] | W pierwszej czesci  przedstawiono
czegos) czegos (nie: dla czego$) | przedstawione jest uzasadnienie | uzasadnienie metodyki na ktorej
dla metodyki na ktérej TBL si¢ | opiera si¢ TBL (...).
opiera (...).
Stopien czego$ (5. poziom, | Kwestionariusz (...) ma na celu | Kwestionariusz (...) ma na celu
intensywno$¢  czego$,  np. | sprawdzenie (..) czy pozytywne | sprawdzenie (..), czy pozytywne

zamozno§$ci spoleczenstwa).

nastawienie do kultury rodzimej i
obcej ma wplyw (...) rowniez na
stopien, do jakiego mozna sie
zasymilowac...

nastawienie do kultury rodzimej i obcej
ma rowniez wplyw (...) na Stopien
asymilaciji...

Stopien czego$ (2. stanowisko,
godnos$¢, np.: stopien doktora)

Wywiad przeprowadzony z
nauczycielami z réznym stopniem
wyksztalcenia i stazem zawieral

podobne pytania...

Wywiad, przeprowadzony z
nauczycielami z roinym
wyksztalceniem | stazem, zawieral

podobne pytania...

Kontynuacja czego$

Ostatnie rozdzialy poswiecitam
glownie analizie wynikow (...), na
podstawie ktorych wyciggnelam
wnioski co do (..) potrzeby
wprowadzenia ewentualnych
zmian w kontynuacji nauczania

Ostatnie rozdzialy ~ poswiecitam
glownie analizie wynikow (...), na
podstawie  ktorych wyciggnetam
wnioski co do (..) potrzeby

wprowadzenia ewentualnych zmian w
kontynuacji nauczania tg metoda...

wedlug tej metody...
cecha kogos, czego$ Ta sekcja przedstawia cechy | Ta  sekcja  przedstawia  cechy
charakterystyczne dla | nauczyciela niekompetentnego...
nauczyciela niekompetentnego...
Umiejetnos$¢ blm czegos, rzad., | ...uczniowie nie wykazujq | ...uczniowie  nie  wykazujq  sie
zwykle w Im umiejetnosci w | zaangazowania lub umiejetnosci | zaangazowaniem lub umiejetnosciami
czyms$ do pozytywnego zakonczenia t€Qo | pozytywnego zakonczenia tego
. . | procesu [nauki]. procesu/ ...uczniom brakuje
Wykazaé cos, wykazywac si¢ potrzebnego  zaangazowania  lub

czyms$ (W sensie pozytywnym)

umiejetnosci by zakonczyé nauke z
wynikiem pozytywnym.

mozliwos¢ czegos (nie: do | ..z  braku  moziliwosci do | ..z braku mozliwosci nawigzania

czegos, na cos) nawigzania naturalnej | naturalnej  rozmowy — w  jezvku
komunikacji w jezyku angielskim... | angielskim...

Potencjal czego$ ...strategie te zwigkszajq potencjal | ...strategie te zwigkszajq potencjal
do nauki... nauki...

Propozycja czego$ ...ostatni rozdzial jest (...) probq | ...ostatni rvozdzial jest (..) probg

wysunigcia propozycji na
udoskonalenie pracy nauczyciela
i ucznia.

wysuniecia propozycji udoskonalania
pracy nauczyciela i ucznia.

warunek 1. to, od czego jest
uzaleznione istnienie czego$
innego:  Warunek czegos,
warunek konieczny czego$

..warunku  koniecznego dla
budowania pozytywnej
atmosfery...

...warunku koniecznego budowania
pozytywnej atmosfery...
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Verbs followed by object (Table 9)

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

lataniem’ napotkata na trudnosci
dwojakiego typu.

owocowaé czyms: | zaowocowaloby ~w  uzyskaniu | zaowocowaloby uzyskaniem
zaowocowaloby uzyskaniem | pozgdanego stopnia | pozgdanego stopnia zaawansowania
pozgdanego stopnia... zaawansowania jezykowego

napotykaé¢ kogo§ (nie: na | Malgorzata  Fabianowska w | Malgorzata Fabianowska w
kogos$), co$ (nie: na cos) Humaczeniu ~ ‘Strachu  przed | Humaczeniu ‘Strachu przed lataniem’

napotkata trudnosci dwojakiego typu.

ukazywacé co$/kogos;

kto$§ ukazuje co$ — (czyms, w

czyms), kto$ ukazuje
kogo$/co§ — (w czym$, na
czyms)

W rozdziale trzecim zamieszczono

szczegolowq —analize  wynikow
przeprowadzonych badan
ukazujgcych, Ze zdobycie

umiejetnosci komunikacji W
Jezvku obcym ma
pierwszoplanowe znaczenie (...).

W  rozdziale trzecim zamieszczono
szczegotowq analize wynikow
przeprowadzonych badan ukazujgcych
pierwszoplanowos¢ komunikowania sie
w jezyku obcym (...).

Okazywac si¢ kim$/czyms;

Glowng przyczyng tego zjawiska

Glowng przyczyna tego zjawiska okazal

kogo$, dla czego$) — jako cos,
za co$

umiejetnosci jezykowych...

Kto$ okazuje si¢ kim$ (nie: 0kaza? sie by¢ maly zasob | sie maly zasob stownictwa...
. . A . | stownictwa...

okazuje si¢ by¢ kim$), co$

okazuje si¢ czym$ (nie:

okazuje si¢ by¢ czyms)

rozwazaé co$ (nie: o czyms, o | [Autorka] rezwaia takze nad | Autorka rozwazia takze pedagogiczno-

kims) funkcjami pedagogiczno- | dydaktyczne role nauczyciela.
dydaktycznymi nauczyciela.

kto§, co§ umozliwia co§ - | Stosowanie ich [strategii | Stosowanie ich wumoZliwia wuczniom

(komus) metakognitywnych]  umozliwia | planowanie () oraz lepsze
uczniom planowanie (...) oraz na | wykorzystanie czasu...
lepsze spozytkowanie Czasu...

stuzy¢ komus, czemus (nie: dla | ...narzedzie stuigce do kontroli | ..narzedzie stuzgce kontroli

umiejetnosci jezykowych...

przystuzyé komu§ -

(czyms)

sie

...czes¢ poswiecona
projektowaniu  przez — uczniow
wlasnych  stowniczkow,  ktore

majq si¢ priystuiyé do lepszego
przyswajania wyrazen, idiomow i
stowek.

Czesé poswiecona projektowaniu przez
uczniow wlasnych stowniczkow, ktore
majq stuiyé lepszemu przyswajaniu
wyrazen, idiomow i stowek.

Kto$ stosuje co§ — (gdzie§) —
(w jakich$ okolicznosciach) —
(do czego$, w jakims$ celu)

Rozdziatl II zawiera opis metod
badawczych zastosowanych do
zgromadzenia informacji.

Rozdzial Il zawiera opis metod
badawczych zastosowanych w celu
zgromadzenia informacji.

kto§ prosi (kogo§) - O
cos/czegos; pot. zapraszaé kto$
prosi kogo$ — do czego$

...rodzice Arka zostali poproszeni
do pracowania wspdlnie z synem
w domu...

Poproszono rodzicow Arka o to, by
¢wiczyli wspolnie z synem w domu.

ocena czegos, kogos

Koncowym fragmentem badania

jest ocena zrealizowania
wyznaczonych celow
przydatnosci pracy.

Koncowym fragmentem badania jest
ocena realizacji wyznaczonych celow
przydatnosci pracy
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Verb followed by infinitive o

r ‘that’ clause (Table 10)

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

zajeé¢  praktycznych przy uzyciu
badanej metody.

pozwalaé (komus) + | co pozwoli na  uniknigcie | ..CO  pozwoli unikngé ztego

bezokolicznik lub na co$ negatywnych doswiadczen szoku | doswiadczenia szoku kulturowego.
kulturowego.

Kto§ pozwala (komu$) + | Poznanie teoretycznych zalozen | Poznanie teoretycznych zatoZen

bezokolicznik, na co$ pozwala nam na wyciggniecie | pozwala nam wyciggng¢ wnioski z
wnioskow  podczas  obserwacji | obserwacji zajec praktycznych

prowadzonych badang metodg.

Verbs followed prepositions

(Table 11)

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

Uciekaé si¢ do
postugiwac si¢ czyms

czego§ -

...politycy wuciekajq si¢ w uzycie
strony biernej...

Politycy uciekajg si¢ do uzycia strony
biernej...

Skupia¢ si¢ na czyms

Kolejny rozdziat skupia si¢ nad
korzysciami metodycznymi
plynacymi z tych projektow.

Kolejny rozdziat skupia si¢ na
korzysciach metodycznych ptynacych z
tych projektow.

Mie¢ na celu co$

Kazdemu nagraniu towarzyszyty
dwa ¢wiczenia, ktore mialy na
celu sprawdzi¢ zrozumienie...

Kazdemu nagraniu towarzyszyly dwa
¢wiczenia, ktore mialy na celu
sprawdzenie zrozumienia...

...kwestionariusz (...) majacy na
celu wjawni¢ ich [uczniow]
postrzeganie kultury docelowej...

...kwestionariusz (...) majacy na celu
ujawnienie ich postrzeganie kultury
docelowej...

okrzykngé¢ kogo§ — kims, za
kogo$; kto$ okrzykuje co§ —
czyms, za co$

Kiedy ksiazka Eryki Jong , ‘Fear
of Flying’ (...) zostala po raz
pierwszy  opublikowana  (...),
okrzyknieto ja jako wyjatkowo
$miala.

Kiedy ksigzka Eryki Jong ‘Fear of
Flying’ (...) zostala po raz pierwszy
opublikowana (...) okrzyknieto ja
wyjatkowo $mialg.

Przekonywaé sie o czym$/ do
kogos, do czegos;

kto§ przekonuje kogos — 0
czyms$, kto$ przekonuje kogo$
— do kogos$, do czegos

Podczas obserwacji  zajg¢ (...),

mozna bylo przekonaé sie, czy
wszystkie rozwigzania
proponowane przez teoretykow

mozliwe sa do przeprowadzenia w
praktyce...

Podczas obserwacji mozna bylo
przekona¢ sie¢ o  praktycznosci
rozwigzan  proponowanych  przez
teoretykow...

przyczyniaé si¢ do czego$ lub
do tego, ze...

Ich [rodzicow] obecno$¢ moze
przyczyni¢ si¢ do rozwinigcia w
miodym uczniu  pozytywnego
stosunku do kursu jezykowego...

Ich obecno$¢ moze przyczynié sie do
rozwoju  pozytywnego nastawienia
ucznia do kursu.../ Ich obecno$¢ moze
przyczyni¢ si¢ do tego, ze W uczniu
rozwinie si¢ pozytywne nastawienie do
kursu...

Adjectives followed by prepo

sitions (Table 12)

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

do czego$, w czymS

przydatne przy nauczaniu dzieci...

Dokladny w czyms$ ..bardziej zaawansowani byli | ...bardziej zaawansowani byli bardziej
bardziej doktadni przy uzyciu | dokladni w stosowaniu zaimkéw.
zaimkow.

Przydatny dla kogo$, komus$ — | ...wskazowki, ktére mogq by¢ | ..wskazowki, ktore bedg przydatne dla

nauczycieli w nauczaniu dzieci...
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Stosowana przez

...najczesciej stosowangq strategiq

...najczesciej stosowangq strategiq przez

u Sredniozaawansowanych | uczniow  na  poziomie  Srednio-
uczniow. Zaawansowanym.
Potrzebny komus$, rzad. Dla | ..dorosli czesto traktujg jezyk | ...dorosli czesto traktujq jezyk obcy

kogo§ — (do czego$, na coS$,
nie: dla czego$)

obcy jako rodzaj narzedzia
potrzebny dla uzyskania awansu
zawodowego (...).

jako narzedzie potrzebne do awansu
zawodowego.

Conjunctions (Table 13)

DICTIONARY ENTRY

CORPUS DATA

SUGGESTED CORRECTION

Bgqds... bgdz (t0)...

...pisemne testy, ktore zawieraly
bgd? opisy zjawisk zwigzanych z
antonimiq stowek bedgcych z
reguly przymiotnikami wzglednie
segregacje i ich dopasowanie
znaczeniowe.

...pisemne testy, ktore zawieraly bqdZ
opisy zjawisk zwigzanych z antonimig,
bgd? (to) ich segregacje i dopasowanie
pod wzgledem znaczenia.

zaréwno..., jak...; zaréowno...,
jaki...

W pierwszej czesci — teoretycznej

przedstawione  zostaly  dane
dotyczqce (..) strategii
stosowanych  zaréwno  przez

nauczycieli i uczniow (...).

W  pierwszej, teoretycznej  czesci
przedstawiono dane dotyczgce (...)
strategii stosowanych zaréwno przez
nauczycieli, jak i uczniow...

Wnioski  zwigzane zaréwno 1
efektywnym i nieefektywnym
zarzqdzaniem klasq...

zarowno z
nieefektywnym

Wnioski ~ zwigzane
efektywnym, jak i
zarzqdzaniem klasg...

w zaleznosci od czegos:

...tworzenie  grup  jezykowych
wedlug cech charakterystycznych
uczniow, a w szczegolnosci
rodzaju pamieci, stuchowej czy
wzrokowej w zaleinosci ktora z

nich  jest lepiej rozwinieta,
zaowocowatoby uzyskaniem
pozgdanego stopnia

zaawansowania jezykowego i z
mniejszym wkiadem pracy ucznia.

...tworzenie grup jezyvkowych wedlug
cech charakterystycznych uczniow, a w
szczegolnosci  zgodnie z rodzajem
pamieci: stuchowej lub wzrokowej, W
zaleznosci od tego, ktora z nich jest
lepiej  rozwinigta,  zaowocowaloby
uzyskaniem  pozgdanego stopnia
Zaawansowania  jezykowego iz
mniejszym wkladem pracy ucznia.

Rozdiwigk miedzy kims a/i
kims, rozdiwiek miedzy czyms
a/i cgyms

Nie stwierdzono rozdzwigku w
rodzajach motywaciji...

Nie stwierdzono rozdzwieku miedzy
rodzajami motywacji a...

Structural loans (Table 14)

TARGET ENGLISH SOURCE STRUCTURES LOAN STRUCTURES IN POLISH
STRUCTURE
DESCRIPTION
English verbal | Suggestions concerning... Sugestie dotyczgce...
nouns
..the necessity of being understood by the | ...koniecznosé¢ bycia przez nauczyciela
teacher... zrozumiafym...
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Verb (esp. seem,
appear, turn out,
etc.)

+ to be +
participle/
adjective / verb

The main target seems to be attaining the level
of fluent communication skills...

...benefits gained from English language
learning turned out to be the primary and the
most important criterion...

All the elements turn out to compose the
integral part of speaking...

The main goal for people learning a foreign

Glownym celem (...) wydaje si¢ byé
osiggnigcie  poziomu  umiejetnosci
plynnego komunikowania sie...

...korzysci osiggniete z nauki jezyka
angielskiego  okazaly  sie¢  byé
podstawowym i najwainiejszym
kryterium...

Wszystkie te elementy okazujg sie
stanowié nieodlgczng czesé
wypowiedzi ustnej...

Glownym celem 0s0b uczqcych sig

language seems to be attaining the level of Kz.yka. O.bcego .wyda]e St by‘t
o osiggniecie  poziomu  umiejeinosci
fluent communication... ; o
plynnego komunikowania sie...
Being + adjective/ | ...being creative during teaching ESP. ..bycie  kreatywnym w trakcie

participle

...different reactions to being corrected...

nauczania ESP .

...rozne sposoby zachowan w stosunku
do bycia poprawianym...

Direct translations
with the present
and past forms of
the

The topic of this thesis is...

The most significant conclusion (...) is that the

Tematem niniejszej  pracy  jest:
‘Trudnosci w nauce Jezvka
angielskiego...’

Najistotniejszym wnioskiem (...) jest, ze

verb to be knowledge of the English speaking countries | ciggle jeszcze znajomos¢  realiow
(...) is still poor. krajow anglojezycznych (...), jest staba.
The research objective was not only the | Przedmiotem badania bylo nie tylko
vocabulary (...) but also... stownictwo (...) ale rowniez...

Passive voice | The names (..) were compared to their | Nazwy (...) zostaly poréwnane do ich

structures with to

equivalents [in other languages]...

odpowiednikéw [w innych jezykach]...

bZrtici Te past The last chapter is devoted to drawing final | Ostatni rozdziat pracy poswiecony jest
P P conclusions... wnioskom...
...more time should be spent on learning... ..wigcej  czasu powinno  byé
The second chapter of my thesis was devoted poswigcane na naukg...
to presenting the objective of my study. Drugi rozdzial mojej pracy poswiecony
byt na przedstawienie obiektu moich
badan...
Including the | ...the content presented by the teachers... ...material prezentowany przez
agent (usually in nauczycieli...
the passive voice
structures) to
indicate who
performed the
activity.
Effect on ...its effect on participants.. ...Jego efektéw na uczestnikach...
Pose problems ...the particular characteristics of the original, | ...szczegdlne cechy oryginatu, ktore

which may have posed problems during
translating.

mogly przedstawiac problemy podczas
tHumaczenia.

Facilitate sth

[The work] suggests how to facilitate the
process of testing at school...

[Praca] zawiera propozycje, jak
utatwié¢ proces testowania w szkole...
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Appendix B: Lexical patterns selected from the corpus data

Verbs followed by nouns (Table 15)

DICTIONARY PATTERNS

LEXICAL MISUSES

SUGGESTED ALTERATIONS

nakladaé¢ na kogo$§ jakis
obowigzek; kto$ obcigza kogo$
czyms$: obcigzaé obowiazkami

...obciazenie nauczycieli jezyka
angielskiego praca...

Obcigzenie nauczycieli
angielskiego obowiazkiem...

jezyka

Widzie¢ co$ oczami kogo$

Rozdziat ten (...) opisuje poczucie
wlasnej  wartoSci  czlowieka
widziane przez Seligman’a.

Rozdziat ten opisuje poczucie wiasnej
warto$ci widziane oczami Seligmana.

Przywiazywaé, przykladaé do

...przywiazujac zbyt duza role

...przywiazujac zbyt duza wage do

zainteresowan obcg kulturg (...)

czego$ (not przypisywa¢ | do  teoretycznej  znajomosci | znajomosci regutek gramatycznych...
czemu$) wage (not uwage, | gramatyki...

znaczenie, rolg, wartosc)

Wpajaé zainteresowanie | Zadaniem nauczyciela jezyka | Zadaniem nauczyciela jezyka obcego
czyms§ obcego jest wpajanie uczniom | jest wpajanie uczniom

zainteresowania obcg kulturg (...)

Adjectives followed by nouns

(Table 16)

DICTIONARY PATTERNS

LEXICAL MISUSES

SUGGESTED ALTERATIONS

godny uwagi

Wainym podkreslenia jest fakt,
iz...

Autor podkresla, ze...

kompletny brak czego$

..przytaczam wady wczesnego
startu (...), ktore sq zwigzane
gltéwnie z brakiem kompletnej
znajomosci jezyka ojczystego.

..przytaczam wady wczesnego startu
(..), ktore sq zwigzane glownie z
zupetnym/kompletnym brakiem
znajomosci jezyka ojczystego.

Lexical loans (Table 17)

LEXICAL LOAN
TRANSLATIONS

SOURCE ITEMS

POLISH EQUIVALENTS

Technika elicytacji.

Elicitation technique

Technika uzyskiwania odpowiedzi.

Akwizycja znaczenia.

Acquisition of meaning.

Zyskanie znaczenia

Internalizacja materiatu.

Internalization of the material

Przyswojenie materiatu.

...zastosowano dwa

grafow...

rodzaje

..two types of graphs have been
used...

...zastosowanie ~ dwoch  rodzajow

wykresow...

...eksperyment z incydentalnym

Incidental sample? — the wrong

...eksperyment z préoba dobrang w

doborem proby. collocation, translated literally | sposob przypadkowy.

into Polish. The author most

presumably ~ meant  random

sampling.
W rozdziale czwartym (...) | pose problems W rozdziale czwartym ()
przedstawione zostaly przedstawione  zostaly — szczegolne
szczegolne  cechy  oryginatu, cechy oryginalu, ktore moglyby
ktore moglyby przedstawiaé stwarzaé problemy podczas
problemy podczas ttumaczenia. Humaczenia.
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Celem zawartych propozycji | Activities Celem zawartych propozycji byta
byla prezentacja podstawowych prezentacja podstawowych cwiczen...
aktywnosci...

Podkreslone  jest znaczenie | The significance of creativity is | Szczegdlng uwage zwrécono na rolg

kreatywnosci w nauczaniu...

underlined...

kreatywnosci w nauczaniu...

Borrowing translation (Table 18)

BORROWING
TRANSLATIONS

LATIN/GREEK
ORIGIN

ENGLISH SOURCE
ITEMS

POLISH EQUIVALENTS

Szybsza akwizycja | Latin Cardinalis Quick lexical | Szybsze przyswojenie stéw (...) ma
stow (...) ma acquisition is  of | zasadnicze znaczenie...
kardynalne cardinal importance...

znaczenie...

Generalnie testy | Latin Generalissimus | Generally, the tests | Ogolnie, grupa humanistyczna
wykonane zostaly were solved better by | lepiej wykonata testy.

lepiej przez  grupe the humanistic group.

humanistyczng.

Rozdzial stanowi opis
rezultatéow uzyskanych
podczas badan...

Latin Resultatum

The chapter contains
the description of the
results produced by
the study...

Rozdzial stanowi opis wynikow
uzyskanych podczas badan...

...przedstawiono

Greek Dichotomia

...dichotomy between

W zarysie teoretycznym

teoretyczng strong the language of males | zagadnienia przedstawiono geneze
zagadnienia and females. pogladéw dotyczacych podzialu
polegajgcq na jezyka ze wzgledu na ptec.
wyjasnieniu  rozwoju

poglgdow dotyczgcych

potencjalnej

dychotomii jezyka ze

wzgledu na plec.

..z uwzglednieniem | Latin Discursus ...considering ..z uwzglednieniem zagadnien
zagadnienn  dyskursu, discourse, debaty i rozmowy.

interakcji... interaction...

...autorka zajmuje si¢

Latin Perceptio

...the author focuses on

...autorka zajmuje si¢ pojeciami:

pojeciami: pPercepcji... the notions of | postrzegania...

perception...
Ostatni  rozdzial (...) | Latin suggestio The last  chapter | Ostatni rozdziat (...) prezentuje
podaje sugestie dla contains  suggestions | propozycje dla nauczycieli...
nauczycieli... for teachers...
Selekcji materiatow... Latin selectio Selection of | Wyboru materiatow...

materials...
Determinowac... Latin determinatio Determine... Okreslaé...
Celem  badan  byfa | Latin identicus, idem | The aim of the study | Celem badan byto
identyfikacja i opis was the identification | wyszczegolnienie i opis tych
tych procesow and description of | procesow  wystepujacych  we
wystepujgcych we these  processes in | wspolczesnej edukacii...
wspolczesnej modern education...
edukaciji...
..bada ich [zdolnosci | Latin effectivus it tests their | ...bada ich skuteczno$¢ w tekstach.
Jjezykowych] effectiveness in texts.
efekeywnosé w
tekstach.
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implikacje blp,
nastepstwa czegos'; to,
co cos spowoduje
implikacje czegos

Latin implicare

Rozdziat

koncentruje  si¢

implikacjach badania.

IV | Rozdziat IV koncentruje si¢ na
na | skutkach badania.

Code switching (Table 19)

ORIGINAL SENTENCE

POLISH EQUIVALENTS

» Znajomos¢  angielskich
phrasal verbs...

przygotowaniu do egzaminu.

YV WV VYV

angielskiego:
General American (...).

czasownikow  typu

Praca niniejsza zawiera réwniez appendix...
Nadmieniono réwniez o istotnym znaczeniu
zjawisk ‘backwash effect’ oraz ‘feedback’...
.. ‘Learner Training’ odgrywa istotng role w

...sprawdzenie (...) dwoch standardow jezyka
Received Pronunciation oraz

» Badania zostaly zawezone do dwoch struktur —
the past simple i the present perfect...

egzaminu.

Znajomosé¢ angielskich czasownikéw frazalnych...

Praca niniejsza zawiera rowniez zatgcznik...
Nadmieniono rowniez o istotnym znaczeniu zjawisk
sprzeienia zwrotnego oraz informacji zwrotne;j...
..Cwiczenia odgrywajq istotng role w przygotowaniu do

...sprawdzenie (...) dwoch standardowych wersji wymowy
Jezyka angielskiego: brytyjskiej oraz amerykanskiej (...).

Badania zostaly zawezone do dwoch struktur — przeszlej i
teraZniejszej dokonane;...

Approximation (Table 20)

LEXICAL MISUSES

SUGGESTED ALTERATIONS

DICTIONARY
DEFINITIONS
»Pod katem czego$ (nie:
kogos) ze  szczegblnym

uwzglednieniem czego$, ze

Spora czes¢ wuczniow postrzega
kulture docelowg pod kqtem
pewnych stereotypow...

Spora czes¢ uczniow postrzega kulture
docelowg przez pryzmat stereotypow...

»godnym uwagi jest fakt... /
nalezy  podkresli¢, ze...
(akcentowa¢, uwydatniac)

Wainym podkreslenia jest fakt, iz
eksperyment przebiegal w dwdch
fazach.

Nalezy podkreslié, Ze eksperyment
przebiegal w dwoch fazach.

2. zakres, charakter czego$ e
Naduzywane w stylu
publicystycznym.

znalezienie odpowiedzi na pytanie
jaki profil reprezentujq studenci
uczgcy sie jezyka metodq Berlitz....

»2. Im wlasnosci to, co | Te wilasnosé [miare dyspersji] | Te wlasciwosé wykorzystuje sie czasem
charakterystyczne dla kogo$ | wykorzystuje sie czasem do | do wyodrebnienia podgrup proby...
lub czegos, lepiej: | wyodrebnienia w probie
wlasciwosci, fizyczne, | podgrup...
chemiczne cial.
profil 1. twarz widziana z boku | Celem niniejszej pracy byto | Celem niniejszej pracy byto znalezienie

odpowiedzi na pytanie jakimi cechami
odznaczajq si¢  uczniowie  szkoly
Berlitz....

nadzwyczajne, wybitne,
wszechstronne, zdolnosci;
mie¢, rozwijaé zdolnosci

..mozna zaobserwowaé wysoKi
poziom motywacji w zdobywaniu
(...) wiekszych  zdolnosci i
kompetencji jezykowych.

...mozna zaobserwowac wysoki poziom
motywacji W rozwijaniu zdolnosci i
kompetencji jezykowych.

kwestionariuszy byla anonimowa.

opanowywaé opanowuj¢ ..uczer ~ OpanOWywuje  NOWYy | ..uczeri Opanowuje nowy system
(nie: opanowywuje, system komunikowania sie... komunikowania sie...

nie: opanowywam).

wklad w co$ Praca uczniow W wypetnieniu | Wklad uczniow w badanie

kwestionariuszowe byl anonimowy.

naczelne - wysoko rozwinigte
ssaki

Dowiodlo  ono  [badanie], iz
transfer najczesciej pojawia sig
przy rzeczownikach nazywajgcych
Iwierzeta wyisze.

Dowiodlo ono, iz transfer najczesciej
pojawia sie w nazewnictwie ssakow
naczelnych.
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dziala¢ 1. robi¢ cos, pracowacé,
by¢ czynnym 2. tylko w 3. 0s. 0
mechanizmach  funkcjonowaé

..Sytuacja w  szkole,  ktorej
dzialanie  oparte  jest na
zastosowaniu metody dualnej w

...sytuacja w szkole, ktorej
dzialalnosé/strategia opiera sie na
metodzie dualnej w nauczaniu j.

3. wywiera¢ wptyw, | nauczaniu j. angielskiego. angielskiego.
oddziatywaé
Podnies¢ Podnies¢ nalezy, ze narzedzia | NaleZy podkreslic, ze...

badawcze skonstruowano w ten
podkresli¢ ,

sposob aby...

zjawisko  1l.to, co  sie | Zjawisko strategii Pojecie strategii
wydarzylo 2. co$ niezwyktego
lub kto$ zadziwiajacy,
wyjatkowy 3. nierealne, pigkne
widzenie senne lub urojenie
funkcja 1. dziatanie, rola 2. | ...omdwiono szereg czynnikow | ...omoéwiono szereg czynnikow
praca, obowiazki, stanowisko, | wpdywajgcych na funkcje | wplywajgcych na role spefniane przez
funkcja medidow, telefonu, | spefniane przez uczniow jak | uczniow jak rowniez nauczycieli...

lekarza pierwszego kontaktu

rowniez nauczycieli...

elastyczny 1. Rozciagliwy | ..wigze sie to z  wigkszq | ...wigzZe sig¢ to z wigkszq plastycznoscig
2. fatwo przystosowujacy si¢ do | elastycznoscig mozgu... mozgu...

nowych warunkoéw

uzyskaé dostawac co$, co bylo | Przeprowadzenie badania | Przeprowadzenie badania umozliwito
obiektem staran; otrzymywac, | umozliwito uzyskanie | wyszczegdlnienie najistotniejszych

zwykle co§  pozadanego; | najistotniejszych kryteriow doboru | kryteriow doboru podrecznika...

zdobywacé podrecznika...

zdolnos$é czego, do czego$ Na kazdej lekcji  zwracalam | Na kazdej lekcji zwracatam szczegdlng
szczegolng uwage na zdolnosé do | uwage na zdolnesé wykonywania
wykonywania poszczegolnych | poszczegolnych éwiczen.
Cwiczen.

Prawdziwy talent ...pewne osoby posiadajq | ..pewne osoby majg talent do nauki

najprawdziwszy talent do nauki
jezykow obcych.

jezykow obcych.

przeze forma przyimka: przez,
uzywana tylko w potaczeniu:
przeze mnie

..zrodla te zostaly wykorzystane
przez mnie...

...zrodta te zostaly wykorzystane przeze
mnie...

uzycie - stosowanie czegos,
postugiwanie si¢ czyms.

Robi¢ cos$ przy pomocy kogos,
z czyjas$ pomoca. Ale nie: przy
pomocy czego$, poprawnie: za
pomoca czegos.

przy 2. tworzy wyrazenia
okreslajace, ze co$ dzieje si¢ w
obecnosci, w towarzystwie lub
sasiedztwie osoby lub rzeczy,
ktora nazywa  przylaczany
rzeczownik

W niniejszej pracy dokonuje
porownania tradycyjnych metod
stosowanych ~w  uczeniu  sig
gramatyki  jezyka  angielskiego
oraz przy uzyciu komputera.

Praca niniejsza (...) stanowi probe
omowienia (..) przewagi
nauczania stownictwa (...) przy
uzyciu obrazkow (...).

W tym rozdziale zawarty zostal
rowniez opis strategii uzywanych
przy nauce jezyka obcego...

W  ninigjszej  pracy  dokonuje
porownania  tradycyjnych — metod
stosowanych w uczeniu si¢ gramatyki
Jezyka angielskiego oraz z
wykorzystaniem komputera.

Praca niniejsza (...) stanowi probe
omowienia (...) przewagi nauczania
stownictwa (...) z wykorzystaniem
obrazkow (...).

W tym rozdziale zawarty zostal rowniez
opis strategii wykorzystywanych w
nauce jezyka obcego...
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oficj.  propozycja, wniosek;
Sugestie co do czegos.
Naduzywane. Np.: Wysunac,

przyja¢ jaka$ sugesti¢, lepiej:
propozycje.

Ostatni  rozdzial (...) podaje
sugestie dla nauczycieli jezykéw
obcych (...).

Ostatni  rozdzial  (...)  wysuwa
propozycje dla nauczycieli jezykow
obcych (...).

Perspektywa 4, ksigzk. | Oméwiono w nim  [rozdziale] | Oméwiono w nim sposoby
odleglosé W czasie | sposoby rozwigzywania | rozwigzywania  problemow (),
umozliwiajaca lepsza ocene | problemow (...), wskazujgc na ich | wskazujgc na ich skutecznos¢ W
czego$, kogos; z perspektywy | zalety i wady w perspektywie | przyszlosci.
czego$ Bledne w zn. | efektywnosci ksztalcenia.
‘przysztosé’. Np.: w
perspektywie, poprawnie: w
przysztosci
badania na - prace | Przeprowadzone badania na | Przeprowadzone  badania  wsrdd
zmierzajace do poznania czego$ | uczniach  klasy — maturalnej.../ | uczniow klasy maturalnej.../ Badania
za pomoca analizy naukowej, | Badania  przeprowadzono na | przeprowadzono wsréd nauczycieli
badania na  zwierzetach, | nauczycielach uczqcych w | uczgcych w szkotach
badania na jakim§ terenie, | szkofach ponadpodstawowych. ponadpodstawowych.
badania na temat...
Autonomicznos$¢ czego$: | (..) ostatni  rozdzial  pracy | (...) ostatni rozdzial pracy poswiecono
Wyraz naduzywany, lepiej: | poswigcony zostat (...) | charakterystyce samodzielnego ucznia
niezaleznos$¢, tworcy. charakterystyce autonomicznego | jezyka angielskiego...

ucznia jezyka angielskiego...

Celem tej pracy jest | Celem pracy jest przedstawienie dwich

przedstawienie dwoch (...) technik
prezentacji stownictwa (...) oraz

(...) technik prezentacji stownictwa (...)
oraz zbadanie ich efektywnosci wsrod

zbadanie ich efektywnosci U | uczniow  dwoch  rozmych — grup
uczniow W  dwéch  roznych | wiekowych.
grupach wiekowych
Change of lexical meaning (Table 21)
DICTIONARY CORPUS DATA SUGGESTED ALTERATIONS
DEFINITIONS
Nauka 1. dyscyplina badawcza | Wsréd — innych  zalet  TBL | Wsréd innych zalet TBL wymieniane

2. blm system pogladow,
bedacych czgécia  sktadowa
okreslonej dyscypliny Nauka o
czym$: Nauka o cztowieku. 3.
[wym. tylko: na-u-ka]: uczenie
si¢, ksztalcenie si¢; nauczanie,
lekcja, studia.

wymieniane sq: (...), osadzenie
nauki o formach gramatycznych
w kontekscie (...).

sq.: (...), osadzenie wuczenia sig form
gramatycznych w kontekscie (...).

nosi¢ 5. doznawa¢ czego$, | Uczniowie (..) niosq w sobie | Uczniowie (...) majg rdzne rodzaje
odczuwaé co$ przez pewien | wszelkie typy motywacji... motywacji...

czas; przechowywaé¢ co§ w

pamigci: kto$ nosi co$

wyposazy¢ 1. oficj. | Rodzaje motywacji w  ktére | Rodzaje motywacji, ktdorymi uczniowie

zaopatrywaé w co$, dostarczaé
komus$ co$ potrzebnego: w tym
zn. wyraz naduzywany

wyposazeni sq uczniowie do nauki
jezyka obcego...

kierujq si¢ w nauce jezyka obcego...

wreszcie 1. «partykuta
ekspresywna, wskazujaca, ze co$
powinno trwac krocej niz trway
2.  «partykuta  ekspresywna
wyrazajagca  zniecierpliwienie,
tutaj lepiej i/oraz

...zaprezentowano cele i zalozenia
pracy, grupy uczniow
uczestniczqcych ~w  badaniach,
wreszcie metody badawcze.

...zaprezentowano cele 1 zaloZenia
pracy, grupy uczniow uczestniczqgcych
w badaniach oraz metody badawcze.
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Sentence structure (Table 22)

CORPUS SENTENCE

SUGGESTED CORRECTION

...wiedze¢ pedagogiczng mozna wykorzysta¢ w procesie
nauczania jezyka obcego dzieci przedszkolnych.

...warunku koniecznego dla dostatecznego stopnia
osiggnigcia kompetencji jezykowej...

...w toku procesu dydaktycznego nauczania jezyka.

..przywiqzujgc  zbyt duzqg rolg do teoretycznej

znajomosci gramatyki...

Generalnie testy wykonane zostaly lepiej przez grupe
humanistyczng.

. W pewnej dziedzinie (...) okazala si¢ byé lepsza
grupa ogolna.

Szczegolowo opisane zostaly takie w tym miejscu
zastosowane metody badawcze.

Komputery staly sie w ostatniej dekadzie, dla

czlowieka instrumentem nieodzownym.

...dostarczajgc zarowno uczniom, jak i nauczycielom
satysfakcji.

Omowione zostaly rowniei szczegolowo cele i
zadania...
...omawiam w skrécie komunikacyjne cele...

W dalszej czegsci oméwiono oraz przedstawiono jako
waziny problem w testowaniu komunikatywnosci

jezykowej  kontrowersje  pomiedzy  testowaniem
elementow jezyka a testowaniem zintegrowanych
Sprawnosci.

...proces palatalizacji przedstawiony jest z punktu
widzenia fonetycznego...

Rozdzial pierwszy (...) teoretycznie okresla ogolne
zalozenia metodyczne...

Rozdzial  drugi prezentuje, jakie konsekwencje
przynosi w praktyce adaptacja testow jezykowych.

Rozdzial (...) zawiera rady dotyczqgce praktycznego
wykorzystania ich przez nauczyciela na zajeciach
jezyka angielskiego.

Celem (...) byla prezentacja dwdch istotnych zjawisk w
nauce jezyka obcego...

bedgcych  zarazem
nawet razgcych,

wplyw  uzytych  strategii,
podstawowym  zZrodtem  bledow,
popelnionych przez uczniow.

...wiedz¢ pedagogiczng mozna wykorzystac w
nauczaniu dzieci przedszkolnych Jjezwyka
angielskiego.

..warunku koniecznego osiggniecia dostatecznego
stopnia kompetencji jezykowe;j...

...w toku dydaktycznego procesu nauczania jezyka.

...przywiqzujqc zbyt duzg role do znajomosci teorii

gramatyki...

Ogolnie, testy lepiej zostaly wykonane przez grupe
humanistyczng.

..W pewnej dziedzinie (...) grupa ogélna okazala si¢
lepsza.

Takie w tym miejscu, szczegdlowo zostaly
opisane/opisano zastosowane metody badawcze.

W ostatniej dekadzie, komputery staly si¢ dla
czlowieka instrumentem nieodzownym.

...dostarczajgc satysfakcji zaréwno uczniom, jak i
nauczycielom.

Cele i zadania zostaly rowniez szczegolowo
omowione.../ Rownie szczegélowo omowiono cele i
zadania...

...w skrocie omawiam cele komunikacyjne...

W dalszej czesci omowiono oraz przedstawiono
kontrowersje pomiedzy testowaniem elementow
jezyka a testowaniem zintegrowanych sprawnosci
jako wazny problem w testowaniu komunikatywnosci
Jjezykowej.

...proces palatalizacji przedstawiono w oparciu o
wiedze 7 zakresu fonetyki...

Rozdzial pierwszy (...) okresla ogdlne, teoretyczne
zalozenia metodyczne...

Rozdzial drugi prezentuje Kkonsekwencje, jakie
przynosi adaptacja testow jezykowych w praktyce.

Rozdzial  (..) zawiera praktyczne rady do
wykorzystania przez nauczycieli na lekcjach jezyka
angielskiego.

Celem (...) bula prezentacja dwoch — istotnych w
nauce jezyka obcego — zjawisk...

.. wplyw  zastosowanych  strategii, stanowigcych
podstawowe zrédto raigeych bledow, jakie popeiniali
uczniowie.

192




...zostato zbadane jezykowe zjawisko zmiany kodu...

...praca traktuje o sposobach postepowania ze stabym
uczniem w nauce jezyka obcego.

Inne natomiast, decyzje takie pozostawiajg organowi
nadzorujgcemu prace nauczycieli, ograniczajgc tym
samym role nauczyciela do osoby, ktora wylgcznie
wykonuje powierzone jej obowigzki.

...sposoby organizacyjnych

problemow...

rozwigzywania

Naukowcy wiekszg role w nauce przypisujg innym
czynnikom (...).

...zbadano zjawisko jezykowej zmiany kodu...

...praca traktuje o sposobach postgpowania z
uczniem stabym w nauce jezyka obcego.

Natomiast inne, pozostawiajg takie decyzje
organowi  nadzorujgcemu  prace  nauczycieli,
sprowadzajgc  tym samym rolg nauczyciela do
wykonywania wylqcznie  powierzonych  jej
obowigzkow.

...sposoby rozwigzywania problemow

organizacyjnych...

Wigkszq role w nauce, naukowcy przypisujq innym
czynnikom...

Language overproduction and underproduction

(Table 23)

LANGUAGE UNDERPRODUCTION

SUGGESTED CORRECTION

Ostatnie rozdzialy poswigcitam glownie analizie
wynikow z testow...

Celem czesci jakosciowej badan jest przedstawienie i
analiza efektywnej pracy nauczycieli w szkolach
panstwowych i prywatnych.

Celem pracy jest odpowiedz na pytania: Czy i w jaki
sposob nauczyciele tego [danego] przedmiotu planujq
testy?...

Pierwszq z metod byly kwestionariusze [zaréwno] dla
nauczycieli, ktorych celem byfo poznanie ogdlnego(2)
ich(l) podejscia do nauczania stownictwa i
stosowanych technik oraz [jak i] dla uczniow, ktorzy
mogli  wypowiedzie¢ si¢ na temat problemow
zwigzanych z uczeniem sig stownictwa, ale [a] takze o
sposobach wspomagajgcych te nauke.

Sytuacji, w jakiej obecnie znajdujg wuczgcy sie
dyslektycy...
Uczenie zwigzkow  frazeologicznych w  klasach

zréznicowanych (title)

W rozdziale (...) zawarto (...) implikacje wynikow
eksperymentu.

W  pierwszej czesci  przedstawione zostaly dane
dotyczqce (...) strategii stosowanych zarowno przez
nauczycieli i uczniow (...).

z

Wnioski ~ zwigzane  zarowno efektywnym i

nieefektywnym zarzgdzaniem klasq...

...najczesciej stosowangq strategiq u
Sredniozaawansowanych uczniow jest strategia oparta
na ich jezyku ojczystym (...), a wiec wszelkiego rodzaju

Ostatnie rozdzialy poswigcitam glownie analizie
wynikéw uzyskanych z testow...

Celem czesci pracy, opisujgcej badania jakosciowe,
jest jest przedstawienie i analiza efektywnej pracy
nauczycieli w szkolach panstwowych i prywatnych.

Celem pracy jest znalezienie odpowiedzi na
nastgpujgco sformutowane pytania: Czy, i w jaki
sposob, nauczyciele danego przedmiotu planujg
testy? ...

Pierwszq z metod byly kwestionariusze zaréwno dla
nauczycieli, ktorych zapytano o podejscie do
nauczania  stownictwa i  techniki  nauczania
stownictwa, jak i1 dla uczniow, ktérych zapytano o
problemy zwigzane z uczeniem si¢ stownictwa oraz o
sposoby wspomagajgce jego opanowanie.

W obecnej sytuacji, w jakiej znajdujq sie dyslektycy...
Nauczanie zwigzkow frazeologicznych w  klasach

zroznicowanych

W rozdziale zawarto wnioski, jakie mozina wysnué
na podstawie wynikow eksperymentu.

W pierwszej czesci przedstawione zostaly dane
dotyczgce (...) strategii stosowanych zaréowno przez
nauczycieli jak i uczniow (...).

Whnioski zwigzane zaréwno z efektywnym, jak i
nieefektywnym zarzgdzaniem klasq...

...najczesciej stosowang strategiq u
Sredniozaawansowanych uczniow  jest  strategia
polegania na jezyku ojczystym (..), a wigc
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kalki, dostowne tHumaczenia stow i struktur...

...obiektywny obraz edukacji jezykow obcych.

Porusza  tez problemy autonomii ucznia w
nauczaniu...
Stosowanie ich [strategii] wumozliwia uczniom

planowanie, kontrole przebiegu nauki (...), oraz na
lepsze spozytkowanie czasu.

...uczen chegcy staé si¢ kompetentnym uzytkownikiem
Jjezvka obcego...

PoZniej uczen pisal test niezaadaptowany.

...skoncentrowano si¢ na zmianach psychologicznych,
jakie majg miejsce w okresie dojrzewania, m.in.
poszukiwanie ego, fenomen okresu buntu oraz relacje
Z grupq rowiesniczq.

Celem tej pracy jest przedstawienie dwoch (...) technik
prezentacji  stownictwa (...) oraz zbadanie ich
efektywnosci u uczniow w dwoch roznych grupach
wiekowych.

...w okreslonym czasookresie...

Badania mialy takie na celu ukazaé czy jakies
negatywne zmiany zaszly bgdz zachodzq jezeli chodzi o
ich ogdlng kompetencje jezykowq (competence) oraz
wykonanie (performance)...

Techniki te badane byly zaréwno pod kgtem
efektywnosci (...), jak i pod kqtem preferencji uczniow
na podstawie kwestionariusza.

obejmujqca wszelkiego rodzaju kalki, dostowne

ttumaczenia stow i struktur...
...obiektywny obraz edukacji z jezykéw obcych.

Porusza takze kwestic samodzielnosci ucznia w
Pprocesie uczenia sig...

Stosowanie ich ufatwia uczniom lepsze planowanie,
lepszq kontrole procesu uczenia sig (...) oraz pozwala
na wydajniejsze dysponowanie czasem.

...uczen, ktory dqiy do tego, by staé
kompetentnym uzytkownikiem jezyka obcego...

sig

W nastepnej kolejnosci Uczen pisat standardowy test.

...skoncentrowano sie¢ na zmianach psychologicznych,
ktore towarzyszq dojrzewaniu, a ktore wynikajg
m.in. 7 poszukiwania wlasnej toisamosci,
przeiywania okresu buntu orag relacji 7 grupg
rowiesniczq.

Celem pracy jest przedstawienie dwoch (...) technik
prezentacji stownictwa (...) oraz zbadanie ich
efektywnosci wsrod uczniow w dwoch roznych
grupach wiekowych.

W okreslonym czasielokresie.
Celem badan bylo takie ukazanie czy w obrebie

kompetencji jezykowej oraz uiycia jezyka zaszly lub
zachodzq jakies negatywne zmiany.

Techniki te zbadano ze wzgledu na ich efektywnosé
i preferencje uczniow, za pomocg kwestionariusza.

Coherence (Table 24)

CORPUS SENTENCE

SUGGESTED CORRECTION

Podsumowanie stwierdza, ze ...

Przy wyborze grupy autorka oparla sie na swoim
doswiadczeniu w pracy zawodowej, gdyi z jej
obserwacji wynikato, iz uczniowie gimnazjum sq jedng
z najciekawszych, a zarazem najtrudniejszych grup
wiekowych dla nauczyciela.

...na nauczycielu spoczywa odpowiedzialnos¢ za
sposob, w jaki uczy, role, jakie petni on w klasie czesto
wzajemnie si¢ wykluczajqg.

Analiza (...) dala wyrazny obraz charakteru obu
metod...

Termin ‘nastawienie’ jest tu uzyty w szerokim
znaczeniu, obejmuje on, bowiem to, czym jest kultura
dla uczniow i jaka jest jej rola w nauce jezyka obcego,

W podsumowaniu autor stwierdza, ze...

Przy wyborze grupy, autorka kierowata si¢ swoim
doswiadczeniem pedagogicznym, z ktorego wynikalo,
iz gimnazjalisci  sq najciekawszg i zarazem
najbardziej wymagajgcq grupg wiekowq.

...na nauczycielu spoczywa odpowiedzialnos¢ za
sposob nauczania i pelnione role, ktore czesto
wzajemnie si¢ wykluczajg.

Analiza umozliwila dokladng charakterystyke obu
metod...

Termin ‘nastawienie’ jest tu uzyty w szerokim
znaczeniu i obejmuje znajomosé kultury brytyjskiej i
amerykanskiej oraz odczucia, opinie i oczekiwania
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znajomoS¢ kultury brytyjskiej i amerykanskiej, uczucia
i opinie na temat tej kultury, oczekiwania zwigzane z
jej naukg, tendencje do  stereotypizacji  jej
przedstawicieli i opinie na temat tresci kulturowych
podrecznika do nauki jezyka angielskiego.

Kwestionariusz zostal wybrany jako najbardziej
odpowiednia metoda badawcza. Pomoglo to
przeprowadzic iloSciowe i jakosciowe badania...

Jest on [rozdzial pracy] glownie skierowany do
nauczycieli i moze by¢ traktowany przez nich jako
narzedzie do polepszenia atmosfery w klasie.

zostata  rowniez
dwujezycznych,

Przedyskutowana
stownikow, zarowno
jednojezycznych, z  uwzglednieniem  osobistych
notatnikow z nowo  poznanymi  wyrazami i
wyrazeniami, prowadzonych przez uczniow, w procesie
uczenia si¢ i nauczania.

uzytecznosc
jak i

..istnieje  zainteresowanie nauczycieli potrzebami
swoich uczniow oraz, Ze sprecyzowane potrzeby
studentow na poczqtku oraz w trakcie kursu majq
istotny wplyw na fakt czy nauczyciel ocenia swoj
sposob  wiedzy oraz organizowania zaje¢ jako
kreatywny lub nie.

W rozdziale 11l przedstawiono odpowiedzi badanych
(...), jak rowniez przeanalizowane zostaly notatki
uczniow z pamietnikéw prowadzonych przez nich
podczas trwania badan.

zwigzane z naukg o kulturze
podrecznika do jezyka angielskiego.

a zawartosciq

Za najbardziej odpowiedniq metode badawczg

uznano  kwestionariusz,  ktory  pozwolil  na
interpretacje ilosciowg i jakosciowq zebranych
danych.

Jest on skierowany glownie do nauczycieli i zawiera
praktyczne porady odnosnie tworzenia pozytywnej
atmosfery w klasie.

Przedyskutowano praktycznos¢ stownikow zarowno
jednojezycznych, jak i dwujezycznych, a takze
wydajnos¢ stowniczkow prowadzonych przez samych
uczniow.

...nauczyciele interesujqg sie potrzebami swoich
uczniow w czasie trwania catego kursu, co ma swoj
wydzwigk w kreatywnosci prowadzonych zajec.

W rozdziale Il przedstawiono odpowiedzi badanych
(...), jak rowniez przeanalizowano notatki uczniow z
pamietnikow, prowadzonych przez nich w czasie
badan.

Degree of text formality (Table 25)

CORPUS SENTENCE

SUGGESTED CORRECTION

Uczniowie majg problemy z wyraZeniem tego, co chcg
powiedzie¢, a jako pierwsi przystepujg do nowej,
zreformowanej matury...

...swiadomy problemu nauczyciel moie umoziliwié
znaczne rozwinigcie kompetencji leksykalnej...

Celem pracy jest przedstawienie dodatkowych
trudnosci z jakimi boryka si¢ tlumacz literatury
pisanej...

Informacje te pomogly zweryfikowac to, w jaki sposob
teoria ma si¢ do praktyki.

Jednakze, nie byto by to tak proste jak mogloby sie
wydawaé, poniewai wcigz istnieje  mnostwo
niedopowiedzianych Ilub nie zbadanych do konca
kwestii...

Kryteria, jakie zadanie tego typu musi spelniac to m.in.
nacisk na to, co chcemy powiedzieé, a nie na to, za
pomocq jakich srodkéw jezykowych to robimy...

Uczniowie ci jako pierwsi przystgpig do nowej,
zreformowanej matury, mimo ze nie uzyskali
adekwatnego przygotowania...

...Swiadomy problemu nauczyciel moze znacznie
wphmgé na rozwoj kompetencji leksykalnej...

Celem pracy jest przedstawienie dodatkowych
trudnosci napotykanych przez ttumacza literatury...
Informacje te pomogly oceni¢ zastosowanie teorii w

praktyce.

Jednak, wbrew pozorom, pewne rozwiqzania
komplikujq niewyjasnione lub niezbadane kwestie.

W zadaniu tego typu powinno sie¢ ktas¢ nacisk na
komunikatywnos¢ przekazu, a nie jego forme...
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Language overuse and repetition (Table 26)

REPEATED/OVERUSED WORDS AND
STRUCTURES

SUGGESTED CORRECTION

...zarysowano teorig strukturalizmu, czyli teorig jezyka
i behawioryzmu, czyli teorie psychologii procesu
uczenia Sie...

...wykazanie rézinic w uczeniu si¢ jezyka obcego przez
dzieci i dorostych , z uwzglednieniem réinic W
przyswajaniu obcojezycznego stownictwa.

Dotyczgcy, dotyczyé:

...problemy dotyczgce kreatywnego pisania...

W pracy podane sq sugestie dotyczgce wprowadzania
nauki...

..w  celu uzyskania
Swiadomosci respondentow...

informacji  dotyczgcych

Uiywaé:

...kobiety bedq wuiywaly wylgcznie stylu typowo
kobiecego...

...uZywajgc komputera w procesie uczenia sie...
Uzywamy ich [komputerow] zaréwno do pracy jak i do
zabawy...

...konsekwentnie uzywano czterech stow tabu...

Nauka:

...lekcje poswigcone nauce kolokagji...

...trudnosci w nauce jezyka angielskiego...

...opis strategii uzywanych przy nauce jezyka obcego...

Ewaluacja
Zrodio ewaluacji.../ Proces ewaluacji materiatow
nauczania...

Sposoby ewaluacji efektywnosci...

Efekt
...wprowadzona reforma (...) zmienila system kontroli
efektow tego procesu.

Implikacja
..czwarty  rozdzial poswiecony jest (..) ]ego
implikacjom zaréowno dla uczniow jak i nauczycieli.

English passive voice structures:
Cala analiza tematu zostala oparta na ankiecie...

...zarysowano teorig psychologii uczenia sie, ze
szczegolnym  uwzglednieniem  strukturalizmu i
behawioryzmu...

..Wykazanie roznic w przyswajaniu stownictwa
obcojezycznego przez dzieci i dorostych.

...problemy zwigzane 7 kreatywnym pisaniem...

W pracy podane sq sugestie odnosnie wprowadzania
nauki...

..w celu uzyskania informacji na temat swiadomosci
respondentow...

...kobiety bedg postugiwaly si¢ wylgcznie typowo
kobiecym stylem...

..wykorzystujqc komputer w procesie uczenia sie...
Korzystamy z nich [komputerow] zaréowno do pracy
jak i do zabawy...

...konsekwentnie stosowano cztery stowa tabu...

...lekcje poswiecone nauczaniu kolokaciji...
...trudnosci w uczeniu sig jezyka angielskiego...
...opis strategii stosowanych w opanowywaniu jezyka
ohcego...

Zrédlo oceny.../ Sposéb oceny materialéw do
nauczania...

Sposoby oceny skutecznosci...

...wprowadzona reforma (...) zmienita system kontroli
wynikow tego procesu.

...czwarty rozdzial zawiera (...) propozycje zaréowno
dla uczniow, jak i dla nauczycieli.

Calq analize tematu oparto na ankiecie...
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Awkward phrases (Table 27)

do kogos, do czegos: Mieé
wlasciwe, niewtasciwe,
krytyczne podejscie, lepiej:
wlasciwy, niewlasciwy,
krytyczny stosunek, do nauki,
do (jakiejs) sprawy

wspomaganej komputerowo...

...podejscie uczniow do uzycia
komputera w Uczeniu si¢ jezyka
angielskiego.

DICTIONARY CORPUS DATA SUGGESTED CORRECTION
DEFINITION

Podejscie pot. sposob | ..przedstawitam plan  badan | ...przedstawitam  plan  badan,  ktore
traktowania kogos, czegos, | poswigconych podejsciu | postuzyly poznaniu opinii uczniow o
ujmowania czegos; Podejscie | uczniow do nauki  jezyka | pomysle wykorzystania technologii

komputerowej w uczeniu sie jezyka.

...nastawienie uczniéow do wykorzystania
komputerow na lekcjach  jezyka
angielskiego.

lepiej: ogolnie, powszechnie,
catkowicie,  zasadniczo, w
zupetnosci, zupetnie

zgodnie z aspektami (...) takimi
jak:(...), wykorzystanie
komputera w procesie uczenia
sig Jezvka angielskiego
generalnie oraz w szkole, jak
rowniez podejscie uczniow do
uzycia komputera w procesie
uczenia sie...

Niemoznosé¢ 1. brak | Uzyskane rezultaty (...) | Uzyskane wyniki potwierdzajg, ze idealna
sprzyjajgcych warunkow do | potwierdzajg niemoinosé | metoda nie istnieje/ze nie mozna znalezé
zrealizowania czegos | znalezienia tzw. metody | idealnego rozwigzania.

2. niezdolnosé do czynu idealnej.

Generalnie naduzywane, | ...dane (...) pogrupowane | ..dane (...) pogrupowane zgodnie z

aspektami (...) takimi jak: (...) stosunek do
i wykorzystanie komputera w uczeniu sie
Jezvka angielskiego w domu i w szkole..

Postawa zachowanie,
postepowanie, stosunek
cztowieka do Zycia lub pewnej
wyroznianej — sfery  zjawisk,
Zachowanie,  postgpowanie;
postawa wobec kogos/czegos

...przedstawitam czynniki jakie
mogq mieé wphyw na
ksztaltowanie  si¢  postawy
uczgcych sie wobec komputera
jako pomocy naukowej...

...przedstawitam czynniki jakie mogg mie¢
wplyw na ksztaltowanie si¢ postawy

uczgcych sig wobec rozwijania
kompetencji  jezykowej  z =~ pomocg
komputera...

Tenze — ten sam

Omawia  wyniki  egzaminu
maturalnego (...) oraz opisuje
sylwetki #ychze, jak i metody i
procedury...

Omawia wyniki egzaminu maturalnego
(...) oraz opisuje sylwetki maturzystow, jak
i metody i procedury...

Mieé

byé wlascicielem albo
uzytkownikiem czegos;
odznaczadé sie,
charakteryzowadé sie¢ czyms

Autorka proponuje innowacyjne
podejscie do problemu dysleksji,
w  ktorym uczen majgcy te
specyficzne trudnosci jezykowe,
nie jest postrzegany przez
pryzmat swych zaburzen...

Autorka proponuje innowacyjne podejscie
do problemu dysleksji, wedlug ktorego
uczen, ktory posiada specyficzne trudnosci
Jezyvkowe, nie jest postrzegany przez
pryzmat swych zaburzen...
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Appendix C: Questionnaire on foreign language learning

QUESTIONNAIRE ON FOREIGN LANGUAGE LEARNING

1. I am O female 0 male
2. lam 0 Full time o Part time university student of English.
3. lam....... years old.
4. The current academic year is the ....... year of my studies.
5. | started learning English when I was ......... years old.
6. I completed o secondary o higher vocational o university  education.
7. Apart from English and Polish, do you speak any other languages? What level?
o No
I T () TN | (5 ) N
7 Tt () N
5 T level covviniiiiiiiiiiiiiiiiiiiiiiniiiinne,
8. In what contexts and how often do you speak both languages? Please specify using the percentage scale:
0 - 100%.
CONTEXT ENGLISH % POLISH %
At work

At university

With family

With friends

With pets

Talking to myself

Other, .ccooeeviiiiniiiiiiannneennn.

9. Do you prefer to read or write in Polish?

o to read o to write o neither read nor write o both, read and write
10. Do you prefer to read or write in English?

o to read o to write o neither read nor write o both, read and write
11. Generally speaking, which language, Polish or English, do you use more often?

o Polish o English o Both, equally often o I don’t know
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12. How would you rate your present English language proficiency?

o Very bad obad o sufficient ogood overygood oldon’tknow

13. How would you rate your present Polish language proficiency?

o Very bad obad o sufficient ©good ©verygood ©Idon’tknow

14, In your opinion, what does it mean to be a fully competent user of a language?

15. In which language do you consider yourself a fully competent user? Please comment.

m I 1 1 £

0 7 1] |

0 Both Polish and English =~ oottt c e r e e enaeeaees
O neither Polish nor English .......ccoviiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiinesietieesnasanne

m 6 11 1 R 0 41T

16. Do you think that your Polish language competence has changed under the influence of English? Please
comment.

0 T 1) g 1) 4]

I T 1) gl 1111 )

LI TMO cececeeorcccccscesscccssssesscscssssessasssssceosacsssseessesssssceeessassscesessssssceesssssssssscesssscssssessssssssccse
im0 1 o 14 1 0
17. Do you consider it important in your case to maintain a good level of your Polish language skills?
o Unimportant o not very important o I don’t know

o important o very important

(6070714413 1 P

Below are twelve situations in which you might need to communicate. People's abilities to communicate
effectively vary a lot, and sometimes the same person is more competent to communicate in one situation/language
than in another. Please indicate how competent you believe you are to communicate in each of the situations and
in languages described below. Indicate in each column your estimate of your competence.

Presume 0 = completely incompetent and 100 = competent.

SITUATIONS ENGLISH POLISH
LANGUAGE LANGUAGE

1. Talk with a friend.

2. Talk in a large meeting of friends.

3. Talk with a stranger.

4. Talk in a large meeting of strangers.

Adapted from McCroskey 1988 at http://www.jamescmccroskey.com/measures/communication_competence.htm

18. Why do you learn English? ...,
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19. Have you come across the term language attrition? If yes, please explain its meaning.

Thank you!
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Appendix D: C-test task

Text 1

Odkryto kopi¢ Ukladu Slonecznego

Uktad stoneczny taki jak nasz, tylko proporcjonalnie pomniejszony odkryli astronomowie. Znajduje (1) si¢ on
(2) zaledwie 5 tys. (3) lat $wietlnych (4) od Ziemi w (5) gwiazdozbiorze Skorpiona. Na (6) razie wiemy, (7) ze
jest (8) tam gwiazda o (9) potowe mniejsza, (10) ciemniejsza i chtodniejsza od (11) Stonca i dwie (12) planety.
Jedna (13) podobna do (14) Jowisza, a (15) druga do (16) Saturna. Naukowcy (17) podejrzewaja, ze (18)
migdzy nimi a ich (19) gwiazda moga (20) by¢ skaliste obiekty przypominajace Ziemi¢, Marsa, Merkurego,
Urana i Neptuna. Jest tam wystarczajaco duzo miejsca i panuja odpowiednie dla takich planet warunki.

Angora nr 8, Rok XIX, 24 lutego 2008r.

Text 2

Baw sie dobrze... klockami

Trudno byloby znalez¢ osobe, ktora nie bawita si¢ kiedy$ klockami lego. Sama (21) albo ze (22) swoim
dzieckiem... (23) Klockom stuknie w (24) tym roku sze$¢dziesiatka! Z (25) tej okazji (26) przygotowano w (27)
parku rozrywki (28) wiele atrakcji (29) dla najmtodszych. (30) Takich, np., (31) jak przejazdzka (32) kolejka do
(33) krainy Indian i (34) kowbojow albo (35) rejs po (36) rzece indianskim kanu. (37) Na pasazerow (38) todzi
typia z (39) brzegu tygrysy i kobry, pumy (40) szczerzg zgby... Ale bez obaw. Zaréwno zwierzeta, jak i
kowboje oraz Indianie s3 z klockdw.

Tina, nr 19, 06.05.2008r.

Text 3

O kulturze

Jest wielu, bardzo wielu ludzi, ktorzy chetnie by dawali i wspierali kulture. Przeciez nawet ja bym dawat
chetnie, gdyby tylko byta taka mozliwos¢ i zeby byta ona (41) prosta, nie wymagata (42) wezytywania sie w
(43) dziesiatki zawitych (44) przepisow. Ale u (45) nas w (46) ogole nie ma (47) takiej mozliwosci. W (48)
zwiazku z tym (49) ogromne sumy, (50) ktore mogty by (51) tatwo wesprze¢ (52) kulture sg (53) marnowane.
Wszystko (54) dlatego, ze nie ma (55) przepiséw, ktore by (56) umozliwiaty budowanie (57) funduszy,
utrzymywanie (58) orkiestr symfonicznych, (59) fundowanie muzedéw i (60) galerii. Przeciez muzyka w Stanach
jest utrzymywana przez pojedynczych miliarderéw. U nas nie ma takiej mozliwoSci.

Bere$s W., Brunetko, K. (2007). Kapuscinski: nie ogarniam swiata.

Text 4

Testy inteligenciji

Przeprowadzono wiele badan, aby ustalié¢, czy wyniki testow inteligencji, wykorzystywane jako wskazniki
rozwoju poznawczego, pozostajg bez zmiany w ciggu lat. Z (61) reguty dochodzi (62) sie do (63) wniosku, ze
(64) zazwyczaj pozostajg one w (65) zasadzie stale (66) wtedy, Kiedy (67) warunki pozostajg bez (68) zmian
— to (69) znaczy wtedy, (70) gdy zdrowie, (71) wyksztatcenie i (72) sytuacja domowa nie (73) ulegaja
znacznym (74) zmianom. Jedynym (75) godnym uwagi (76) wyjatkiem sg (77) bardzo mate (78) dzieci,
ktérych (79) mozliwosci by¢ (80) moze s3 bardziej zmienne; ponadto opracowanie dla nich testow i
stosowanie ich nastrecz szczegdlne trudnosci: na przyktad, uwaga matych dzieci moze by¢ chwiejna, albo tez
ich staba koordynacja ruchowa moze utrudnia¢ doktadna oceng.

Zimbardo, P.G., Ruch, F.L. (1988). Psychologia i iycie. [przel. J. Radzicki]. Warszawa: PWN
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Text 5

Rejestr zawodow zapomnianych

Kiedys, gdy jaki$ nicpon strzatem z procy rozwalil szybe lub, kiedy trafita w nig pitka, do domu przychodzit
Szklarz. Najprawdziwszy szklarz, ktory na (81) plecach, w (82) drewnianych ramach (83) dzwigat tafle (84)
okiennego szkta. Szklarz (85) miat diament, (86) narzedzie, wzbudzajace (87) swa nazwa (88) dreszcze,
zawsze (89) towarzyszace egzotyce. (90) Diamenty nalezaty do (91) innego $wiata — (92) awanturniczych
powiesci. (93) Czekaly na (94) swoich odkrywcow, (95) czyli nas, (96) smarkaczy rozczytanych w
(97)przedwojennych powiesciach dla (98) mtodych, pod (99) czarng pierzyng (100) afrykanskiej ziemi.
Blyszczaty na szyjach i dloniach pigknych markiz, dla ktorych kawalerowie w kapeluszach ze strusimi
piérami ryzykowali zycie. PatrzyliSmy z zachwytem jak diamentowa okruszyna zostawiata ryse¢ na lodowe;j
gladzi szkta. Pozniej wystarczato delikatne stuknigcie — i od tafli odpadal zbedny kawatek.

Koziol, A. (2008). ‘Rejestr zawodéw zapomnianych’. W: Dziennik Polski nr 22 (26.1.)
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Appendix E: C-test results

C-Test results

The percentage of correct and acceptable answers per group

The gap

number and

word form GROUP A GROUP B GROUP C GROUP D
1 si¢ 100 100 100 100
2 zaledwie 100 100 100 100
3 lat 100 100 100 100
4 od 100 100 100 100
5 gwiazdozbiorze 100 100 100 100
6 razie 100 100 100 100
7 ze 100 100 100 100
8 tam 0 20 6 23
9 potowe 100 100 100 100
10 ciemniejsza 84 100 94 73
11 Stonca 100 100 100 100
12 planety 100 100 100 86
13 podobna 68 100 94 95
14 Jowisza 89 100 100 100
15 druga 100 100 100 100
16 Saturna 95 100 100 100
17 podejrzewaja 100 100 100 100
18 migdzy 100 100 100 100
19 gwiazda 26 40 83 46
20 by¢ 95 100 100 100
21 albo 100 80 100 86
22 swoim 100 100 100 100
23 klockom 79 85 88 100
24 tym 100 100 100 100
25 tej 100 100 100 100
26 przygotowano 63 80 94 86
27 parku 100 100 88 95
28 wiele 100 90 100 100
29 dla 100 100 100 100
30 Takich 53 55 71 64
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31 jak 58 80 88 64
32 kolejka 89 90 100 100
33 krainy 79 65 59 73
34 kowbojow 100 95 100 95
35 rejs 100 80 88 91
36 rzece 95 90 100 100
37 Na 100 85 100 95
38 todzi 95 65 100 86
39 brzegu 79 90 100 91
40 szczerza 89 95 100 91
41 prosta 95 85 83 95
42 wezytywania 95 90 100 100
43 dziesiatki 89 100 100 100
44 przepisow 63 80 77 82
45 nas 100 100 100 100
46 oglle 84 100 100 86
47 takiej 42 80 83 64
48 zwiazku 95 100 100 100
49 ogromne 68 85 100 64
50 ktore 74 100 100 100
51 tatwo 100 100 100 95
52 kulturg 100 95 100 100
53 marowane 47 75 64 60
54 dlatego 100 100 100 100
55 przepisow 84 80 83 05
56 umozliwiaty 79 100 83 95
57 funduszy 74 85 41 73
58 orkiestr 100 95 94 91
59 fundowanie 79 95 94 100
60 galerii 95 95 100 91
61 reguly 100 95 100 100
62 si¢ 100 100 100 100
63 wniosku 95 95 83 95
64 zazwyczaj 100 85 100 100
65 zasadzie 100 100 100 100
66 wtedy 100 100 100 95
67 warunki 63 90 83 51
68 zmian 100 100 100 100
69 znaczy 100 100 100 100
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70 gdy 100 100 100 100
71 wyksztatcenie 100 95 100 100
72 sytuacja 100 100 100 100
73 ulegaja 47 50 94 51
74 zmianom 100 95 94 95
75 godnym 100 95 94 100
76 wyjatkiem 58 85 59 69
77 bardzo 100 100 100 100
78 dzieci 89 100 100 95
79 mozliwosci 100 95 100 100
80 moze 100 100 88 100
81 plecach 89 85 88 91
82 drewnianych 100 95 100 100
83 dzwigat 84 90 94 100
84 okiennego 84 85 100 82
85 miat 100 80 100 100
86 narzedzie 100 80 100 95
87 swa 89 85 100 90
88 dreszcze 68 60 71 69
89 towarzyszace 63 80 88 60
90 Diamenty 79 75 83 90
91 innego 100 95 100 100
92 awanturniczych 100 85 94 86
93 Czekaly 58 60 71 64
94 swych 100 95 100 100
95 czyli 45 60 65 31
96 smarkaczy 45 25 77 31
97 przedwojennych 100 100 100 100
98 mlodziezy 100 100 100 100
99 czarng 95 85 88 86
100 afrykanskiej 100 95 100 100
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Appendix F: Appropriateness Judgment Test

Ponizsze zdania zostaly zaczerpnigte ze streszczen prac magisterskich studentow Instytutu
Jezyka Angielskiego w Sosnowcu. Prosze oceni¢ poprawnos¢ tych zdan zgodnie z ponizsza
skalg oraz zapronowac¢ poprawe zdan.

0= nie wiem

1= zdanie niepoprawne

2= zdanie nie w pelni poprawne, lecz akceptowalne
3= zdanie poprawne

W przypadku zdan uznanych za bledne, prosze podkresli¢ cze$¢ zdania zawierajacg biad i
opisa¢ krotko rodzaj btedu. Mozna korzystac z nastepujacych skrétow:

Fleks. — btad fleksyjny
Styl. — btad stylistyczny
Skt. — blad sktadniowy

Int. — btad interpunkcyjny
Fraz. — btad frazeologiczny
Leks. — btad leksykalny
Ort. — blad ortograficzny
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1. Czynnikiem powodujacym pojawienie si¢ barier komunikacyjnych, zarowno w grupie mtodziezy, jak i
dorostych, jest brak stownictwa oraz wiedzy gramatycznej.

0 1 2 e

2. Diagnostyczny charakter pracy, zostal rozbudowany o badanie i oceng strategii uczenia si¢ stosowanych
do bogacenia stownictwa.

0 1 2 e

3. W pierwszym rozdziale proces palatalizacji przedstawiony jest z punktu widzenia fonetycznego.

0 1 2 e

4. W badaniach udzial wzigli nauczyciele jezyka angielskiego, niemieckiego i francuskiego pracujacy w
gimnazjach na terenie Slaska.

0 1 2 e

5. Jako pierwsze zostaly przedstawione zwroty majace zwigzek z narodowosciami, ktorych jezyk stanowi
przedmiot naszych badan: Anglikow i Amerykanow.

0 1 2 e

6. Ponadto w tejze pracy zbadane jest, ktora z wyzej wymienionych technik jest preferowana przez
uczniow.

0 1 2 e

7 Autorka rozwaza takze nad funkcjami pedagogiczno-dydaktycznymi nauczyciela.

0 1 2 e

8. Wymienitam réwniez wskazowki, ktore moga by¢ przydatne przy nauczaniu dzieci i nastolatkow
dotknigtych przez autyzm.

0 1 2 e

9. W rozdziale drugim opisana zostata ankieta, ktora stanowi gtowne zrodto informacji.

0 1 2 e

10. Podczas dwoch pierwszych sesji rodzice Arka zostali poproszeni do pracowania wspélnie z synem w
domu nad materiatlem jezykowym wprowadzanym na lekcji.

0 1 2 e

11 Autorka pracy uwzglednita i style kierowania klasg, i osobowos¢ nauczyciela.

0 1 2 e

12. Inne natomiast, decyzje takie pozostawiaja organowi nadzorujacemu prac¢ nauczycieli, ograniczajac

tym samym role nauczyciela do osoby, ktéra wylacznie wykonuje powierzone jej obowiazki.
0 1 2 e



13. Dalszg cz¢é¢ rozdzialu pos§wigcono zagadnieniom, zwigzanym z teoriami uczenia si¢ jezyka i ich
zastosowaniami w dydaktyce jezyka obcego.

0 1 2 e

14 Jednak w dziedzinie, wymagajacej analizy matematycznej, okazata si¢ by¢ lepsza grupa ogoélna.

0 1 N

15. Rozdzial ten zawiera opis czterech glownych elementéw teorii atrybucji, przytacza pojecie

behawioryzmu w ujgciu Skinner’a oraz opisuje poczucie wlasnej wartosci cztowieka widziane przez Seligman’a.
0 1 2 e

16. Glowne postacie wystepujace w Rates of Exchange to osoby, ktore postuguja si¢ tamanym jezykiem
angielskim, aby méc porozumie¢ si¢ z brytyjskim wyktadowca przebywajacym w ich kraju.
0 1 2 e

17 Respondenci zostali podzieleni na dwie grupy, uczniowie i nauczyciele jezykoéw obcych.

0 1 2 3 ittt ettt e e s et e a e as

18 Badania do pracy przeprowadzono dnia 20 lutego 2005r.

0 1 2 R

19. Celem pracy jest przedstawienie dodatkowych trudnos$ci z jakimi boryka sie thumacz literatury pisanej
w jezyku niekonwencjonalnym.

0 1 2 R

20. Rozdziat drugi i trzeci stanowig opis i analize odpowiedzi na pytania zawarte w kwestionariuszu
przeprowadzonego wsrod uczniow liceum ogolnoksztatcacego.

0 1 2 R

21. Kwestionariusz sktadal si¢ 31 pytan i zostal przeprowadzony w duzych i matych miejscowosciach
posrdd 30 nauczycieli jezykow obcych w szkotach podstawowych.

0 1 2 3 ittt ettt ar st e e aas

22. W pierwszym rozdziale mojej pracy omawiam w skrocie komunikacyjne cele i teorie lezace u podstaw
metody Natural Approach.

0 1 2 R

23. Jednakze, podkres$lone jest, iz zalety wynikajace z nauki kreatywnego pisania znacznie przewyzszaja
towarzyszace jej trudnosci.

0 1 2 R

24, W swojej pracy przedstawitam czynniki, jakie moga mie¢ wplyw na ksztattowanie postawy uczacych
si¢ wobec komputera jako pomocy naukowe;.

0 1 2 R



25. Reasumpcje teorii zwigzanych z nabywaniem jezyka drugiego stanowi tabela, umieszczona w rozdziale
pierwszym pracy.
0 1 2 R

26. Bycie politykiem pociaga za soba odpowiedzialno$¢ wobec narodu za podejmowane decyzje.
Wielokrotnie politycy uciekaja si¢ w uzycie strony biernej, azeby tej odpowiedzialno$ci unikngé.
0 1 2 R

27. Celem opisanych badan byto zgromadzenie danych o sposobie postrzegania ¢wiczen dramatycznych w
grupie nastoletnich uczniow.

0 1 2 e

28. Praca ta miala na celu przedstawienie procesu ksztalcenia si¢ motywacji i efektywnosci uczenia si¢
uczniow.

0 1 2 e

29 Rozdziat pierwszy teoretycznie okres$la ogolne zatozenia metodyczne.

0 1 2 e

30 Kolejny rozdziat skupia si¢ nad korzysciami metodycznymi pltynacymi z tych projektow.

0 1 2 e

31. Grupa kontrolna uczestniczyta w tradycyjnych zajgciach, a grupa eksperymentalna -
niekonwencjonalnych.

0 1 2 e

32 W tym rozdziale zawarty zostat rowniez opis strategii uzywanych przy nauce jezyka obcego.

0 1 2 e

33 Wszystkie te elementy okazujg si¢ stanowi¢ nieodtaczng czg§¢ wypowiedzi ustne;.

0 1 2 e

34. W tej czesci pracy zostaly przedstawione czynniki, ktore wptywaja na zarzadzanie klasa pozytywnie i
negatywnie.

0 1 2 e

35 Powyzsza analiza jest uzupeliona oceng dwoch podrecznikéw pod wzgledem ich tresci kulturowych.

0 1 2 e

36. Z analizy badan wynika iz zaznajomienie ucznidw ze strategiami komunikacyjnymi ma pozytywny
wplyw na rozwijanie umiejg¢tnosci mowienia.

0 1 2 e
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37. W badaniach wtasciwych przeprowadzony zostat pseudo eksperyment z incydentalnym doborem proby.
0 1 2 R

38. Celem niniejszej pracy magisterskiej byto znalezienie odpowiedzi na pytanie, jaki profil reprezentuja
studenci uczacy si¢ jezyka obcego metoda Berlitz.

0 1 2 e

39 Praca niniejsza zawiera rowniez appendix stanowigcy zbior narzedzi badawczych.

0 1 2 e

40. Studium przypadku zostatlo przeprowadzone na podstawie dwoch o0sob dwujezycznych, ktoérych
pierwszym jezykiem jest Rosyjski, a drugim Polski.

0 1 2 e
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Appendix G: Appropriateness judgment results

Appropriateness judgment test results in Group A

1 5% 37% 58%

2 21% 79%

3 42% 53% 5%

4 16% 58% 26%

5 58% 21% 16% 5%
6 42% 58%

7 5% 79% 11% 5%
8 53% 26% 16% 5%
9 21% 26% 53%

10 53% 37% 10%
11 32% 63% 5%

12 5% 95%

13 26% 37% 26% 11%
14 32% 63% 5%
15 42% 53% 5%
16 32% 63% 5%

17 74% 16% 5% 5%
18 5% 47% 48%

19 10% 80% 10%

20 53% 47% 5% 5%
21 26% 69% 5%

22 5% 16% 32% 47%

23 5% 16% 69% 5% 5%
24 16% 58% 16% 10%
25 10% 42% 48%

26 5% 58% 37%

27 5% 48% 21% 21% 5%
28 58% 37% 5%
29 10% 48% 32% 5% 5%
30 37% 21% 47% 5%
31 5% 37% 47% 11%

32 5% 11% 79% 5%
33 11% 26% 58% 5%
34 53% 42% 5%
35 10% 37% 37% 6% 10%
36 16% 68% 11% 5%
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37
38
39
40

Average

37%

10%

5%
Group A
0

9%

53%
53%
32%

42%

39%

10%
31%
38%

37%

43%

16%
10%

11%

22%

Appropriateness judgment test results in Group B

1

2

3

10

11

12

13

14

15

16

17

18

19

20

21

22

23

24

25

26

27

28

29

30

5%

5%

20%

5%

10%

5%

5%

10%

10%

5%

15%

5%

5%

10%

20%

30%

15%

10%

15%

10%

55%

15%

5%

40%

15%

80%

15%

10%

55%

30%

75%

25%

25%

15%

15%

55%

10%

20%

60%

30%

15%

10%

25%

20%

60%

25%

55%

15%

25%

50%

40%

35%

40%

30%

50%

15%

45%

25%

25%

25%

5%

55%

70%

20%

30%

40%

20%

35%

25%

35%

20%

40%

35%

25%

30%

35%

25%

20%

40%

30%

30%

50%

25%

35%

5%

25%

55%

5%

30%

10%

20%

50%

45%

5%

50%

35%

20%

50%

50%

15%

20%

20%

20%

35%

20%
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10%

5%

No answer

5%

5%

5%

5%

15%

10%

5%

5%

5%

5%

5%

15%

10%

5%

5%

5%

10%

5%

20%



31

32

33

34

35

36

37

38

39

40

Appropriateness judgment test results in Group C

1

A wWwN

© 0o ~N o Ou

11
12
13
14
15
16
17
18
19
20
21
22
23
24

10%

5%

5%

10%

20%

10%

25%

11%

6%

6%

6%

6%
6%

6%

12%

12%
12%
12%
6%

20%
15%
5%

35%
20%
25%
15%
25%
30%

35%

1

28%

17%
64%
36%
6%

18%
35%
88%
47%
12%
88%
29%
70%
47%
59%
18%
12%
64%
6%

6%

88%
47%
24%
35%
6%

45%
40%
20%
50%
35%
40%
45%
35%
45%

30%

2

34%

6%

30%
23%
18%
29%
24%
6%

12%
6%

12%
47%
6%

41%
29%
29%
29%
24%
6%

53%
6%

12%
29%
35%
47%

15%
40%
65%
10%
30%
15%
10%

30%

30%

29%

71%
6%

41%
76%
47%
35%

41%
82%

18%
6%
12%
6%
53%
59%
6%
82%
29%

29%
35%
12%
24%
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10%

5%

5%

5%

20%

10%

5%

no answer

6%

12%

6%
6%

6%

6%
17%



25 24% 53% 6% 17%

26 6% 82% 12%

27 17% 24% 59%

28 64% 18% 18%

29 24% 41% 12% 23%

30 6% 29% 18% 47%

31 12% 41% 29% 18%

32 6% 12% 82%

33 6% 6% 88%

34 41% 41% 12% 6%

35 12% 24% 64%

36 24% 58% 12% 6%

37 24% 52% 12% 6% 6%

38 6% 12% 24% 58%

39 6% 64% 18% 12%

40 12% 53% 12% 17% 6%

[goee ]
No

0 1 2 3 answer
11% 39% 22% 37%

Appropriateness judgment test results in Group D
1

5% 9% 45% 36% 5%
2 5% 36% 50% 9%
3 14% 36% 14% 36%
4 9% 36% 55%
5 14% 32% 32% 22%
6 45% 36% 19%
7 5% 2% 18% 5%
8 5% 32% 22% 36% 5%
9 19% 9% 63% 9%
10 18% 55% 18% 9%
11 5% 18% 58% 14% 5%
12 18% 54% 14% 5% 9%
13 41% 41% 13% 5%
14 9% 46% 9% 36%
15 14% 18% 23% 45%
16 18% 18% 28% 36%
17 5% 54% 18% 14% 9%
18 23% 9% 23% 45%
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19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40

14%

18%
18%
18%
18%
23%
5%
14%
9%
18%
5%
5%
19%
9%
18%
27%
5%
41%
45%
14%

14%

15%

23%
23%
23%
23%
32%
32%
27%
27%
18%
27%
23%
18%
50%
27%
14%
36%
19%
45%
18%
14%
36%

23%

27%

36%
14%
23%
36%
18%
18%
14%
9%

41%
18%
9%

36%
18%
2%
50%
5%

45%
18%

5%

5%
23%

25%
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4%

5%

4%

9%

9%

14%

5%

9%

5%

No answer



Streszczenie

Dynamika rodzimej kompetencji jezykowej u osob dwujezycznych
—wglad w kompetencje¢ pisemna

W pracy przedstawiono zagadnienie oddzialywania jezyka obcego (FL) na
kompetencje w jezyku rodzimym (L1) w przypadku zaawansowanych uzytkownikow
jezyka obcego. Szczeg6lny nacisk potozono na problem scierania jezyka ojczystego
(ang. language attrition) 1 zmian w obrgbie jezyka ojczystego, ktore sg ich
konsekwencja.

Praca sklada si¢ z dwoch czg$ci: teoretycznej 1 badawczej. W rozdziale
pierwszym czeSci teoretycznej poruszono problematyke zwigzang z rozwijaniem
kompetencji jezykowej. Mianowicie, zostala omowiona rola aspektow kognitywnych
I afektywnych oraz neurokognitywnych towarzyszacych rozwijaniu jezykow.
W rozdziale drugim przedstawiono poglady na zjawisko wywierania wptywu na jezyk
pierwszy przez jezyk drugi 1 zdefiniowano pojecie Scierania jezyka. Trzeci rozdziat
stanowi nawigzanie do korpusu jezykowego opisanego w czesci badawcze] i1 zawiera
omoOwienie cech streszczenia jako gatunku literackiego oraz pordwnanie struktur
jezykowych w jezyku angielskim 1 polskim.

Cze$¢ druga pracy, badawcza, sktada si¢ z pieciu rozdziatow, w ktorych kolejno
przedstawiono: schemat badania, wyniki badania pilotazowego, analiz¢ korpusu
jezykowego oraz wyniki badania kwestionariuszowego, C-testu 1 testu poprawnosci
jezykowej oraz wnioski. Korpus jezykowy uzyty w badaniu zostal stworzony ze
streszczen prac magisterskich studentow Instytutu Jezyka Angielskiego Uniwersytetu
Slaskiego i stanowit zrédto struktur leksykalnych i gramatycznych dla testu
poprawnosci  jezykowej. Celem badania kwestionariuszowego bylo zebranie
informacji na temat respondentow 1 ich do$wiadczenia wielojgzycznego. C-test
stanowit ilo$ciowy pomiar bieglosci w jezyku pierwszym. Natomiast, test jezykowy
badat traftno$¢ oceny zdan pod wzgledem ich poprawnosci.

Zebrane wyniki pozwolily stwierdzi¢, i1z zaawansowany stopien bieglosci
w jezyku obcym wpltywa pozytywnie na swiadomos$¢ jezykowa 1 $wiadomosé
interakcji, jakie zachodza mig¢dzy jezykami. W pracy pokazano, ze w toku rozwoju
dwujezycznego dynamice podlegaja elementy jezyka pierwszego. Mianowicie,
produkcja w jezyku pierwszym jest nacechowana zapozyczeniami leksykalnymi
1 strukturalnymi z jezyka drugiego oraz elementami innowacyjnymi, ktére negatywnie
odbijaja si¢ na stylistyce tekstu i zostaly okre§lone mianem symptomoéw Scierania si¢
Jjezvka pierwszego. Dalsze badania sugeruja, iz zjawisko scierania sie jezyka jest
przejsSciowym etapem rozwoju jezyka pierwszego w ramach kompetencji
wielojezycznej w toku ktorego roznice jezykowe pomagaja osiggnaé wyzszy stopien
swiadomosci 1 poprawnosci jezykowej. Na podstawie wynikow badan sformutowano
whnioski co do wptywu jezyka obcego na jezyk pierwszy oraz wzmacniania rozwoju
swiadomosci meta-jezykowej w kontekscie nauczania i uczenia si¢ jezyka obcego.

216



Resumé
Dynamizmus domacej jazykovej kompetencie u bilingvalnych osob

Praca predstavuje problém vplyvu cudzieho jazyka na kompetenciu
v materinskom jazyku (L1) v pripade pokro€ilych pouzivatelov cudzieho jazyka.
Mimoriadny déraz bol poloZeny na problém opotrebovania materinského jazyka
(language attrition) a zmien v ramci materinského jazyka, ktoré st jeho vysledkom.

Teoreticka Cast’ prace bola venovand problematike spojenej s rozvojom
jazykovej kompetencie a jej podrobnej charakteristike. V tejto Casti boli predstavené
nazory na jav ovplyvilovania prvého jazyka druhym jazykom. Bola porovnana
Struktara viet v anglickom a pol'skom jazyku, a zaroven vyjadrené vlastnosti zhrnutia
ako literarneho zanru.

V praktickej Casti bola urobend jazykova analyza zhrnuti v pol'skom jazyku,
tvoriacich jazykovy korpus. Boli prezentované vysledky troch vyskumov: dotaznika,
ktorého cielom bolo zhromaZzdenie udajov o respondentoch, C-testu, ktory sluzil na
meranie Urovne plynulosti materinského jazyka, ako aj jazykového testu, ktory skiimal
vystiznost’ oceny viet z hl'adiska ich spravnosti.

Vysledky dovolili zistit’ , Ze ovladanie cudzieho jazyka na pokrocilej urovni
mdZe mat pozitivny vplyv na dal$i rozvoj materinského jazyka. Pocas takéhoto
rozvoja jazykova kompetencia podlicha premendm, pocas ktorych opotrebovuje sa
materinsky jazyk. Na zéklade vysledkov vyskumu boli formulované zavery tykajuce
sa upeviiovania rozvoja materinského jazyka v rdmci vyucovania a u€enia sa cudzieho
jazyka, ako aj vzajomného ovplyvilovania jazykov.

217



