THE CROSS-LINGUISTIC MORPHOLOGICAL AWARENESS TRANSFER:
THE DEVELOPMENT OF CHINESE-SPEAKING ADOLESCENT LEARNERS’

ENGLISH MORPHOLOGICAL AWARENESS

A Dissertation
by

YI-FEN YEH

Submitted to the Office of Graduate Studies of
Texas A&M University
in partial fulfillment of the requirements for the degree of

DOCTOR OF PHILOSOPHY

May 2010

Major Subject: Curriculum and Instruction



THE CROSS-LINGUISTIC MORPHOLOGICAL AWARENESS TRANSFER:
THE DEVELOPMENT OF CHINESE-SPEAKING ADOLESCENT LEARNERS’

ENGLISH MORPHOLOGICAL AWARENESS

A Dissertation
by

YI-FEN YEH

Submitted to the Office of Graduate Studies of
Texas A&M University
in partial fulfillment of the requirements for the degree of

DOCTOR OF PHILOSOPHY
Approved by:
Chair of Committee, R. Malatesha Joshi
Committee Members, Jorge Gonzalez
Erin McTigue
Victor Willson

Head of Department, Dennie Smith

May 2010

Major Subject: Curriculum and Instruction



il

ABSTRACT

The Cross-linguistic Morphological Awareness Transfer: The Development of Chinese-
speaking Adolescent Learners’ English Morphological Awareness.
(May 2010)
Yi-Fen Yeh,
B.A., Ming-Chuang University;
M.Ed., Rutgers, The State University of New Jersey

Chair of Advisory Committee: Dr. R. Malatesha Joshi

Cross-linguistic transfer has been found to exist, at different degrees, in the
process of second/foreign language acquisition. Both the level of orthographic depth and
the orthographic distance between L1 and L2 affect the rate of the word learning process
in language acquisition. Compared to English, Chinese orthography encodes morphemes
within and via characters, lacks inflectional affixation, and contains a significant number
of compound words. Extensive morpho-syllabic characters may develop Chinese
readers’ morphological awareness, as well as their vocabulary. This study examined how
Taiwanese children apply decoding skills they have developed in learning Chinese,
while they read English words. The degrees of transfer from Chinese to English within a
structural model of morphological awareness are examined and analyzed. In addition,
moderation effects resulting from regional differences and the length of time spent

learning English are also discussed.
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Students’ morphological awareness is measured in six subtests which
individually emphasize inflectional morphemes, derivational morphemes, and
morphemes of compound words in Chinese and English, respectively. The results show
that middle school students’ Chinese morphological awareness facilitates their English
morphological awareness development. These students also demonstrated the ability to
detect morphemes in English, but only to a limited extent. They were skilled at decoding
genuine compound words and were able to detect high frequency morphemes within
pseudo-words. Their lengthy experience with morphologically complex characters and
words in Chinese was most likely the major factor leading to such skill. Finally, in the
development of English morphological awareness, the total length of time spent learning
English and the length of formal English instruction experienced at the junior high
school level were both found to positively correlate with the level of students’ English
morphological awareness, but not with the length of formal English instruction at the
elementary school level. Such a discrepancy can be attributed to the current curriculum
prevalent in elementary school which is only aimed at developing students’ listening and

speaking skills.
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CHAPTER 1
INTRODUCTION

The major purpose of this study is to investigate how children in Taiwan develop
their English morphological knowledge based on their acquired Chinese morphological
awareness. Speaking Mandarin Chinese as their native language, children in Taiwan
officially begin their learning of English no later than the third grade. Mandarin Chinese
differs from English not only in terms of graphologic constructs but also in terms of
orthographic rules. It will be a primary focus of this investigation to learn how the
morphological awareness in native language (L1) facilitates the development of the
morphological knowledge in a second language (L2), especially when two languages
share few similarities as, for example, with Chinese and English. The results of this
investigation will be highly applicable to English as a Foreign Language (EFL)
instruction in Taiwan.

Cross-linguistic transfer is found to exist in the process of second/foreign
language acquisition at differing degrees, depending upon how similar two languages
are, or how transparent the target language is. Meta cognition and reading strategies are
often transferable among language acquisitions at different levels (Anderson, 1984;
Bernhardt & Kamil, 1995; Pichette, Segalowitz & Connors, 2003). However, the level of

orthographic depth affects the rate of language learning, not only in the first language,

This dissertation follows the style of Scientific Studies of Reading.



but also in the second language/foreign language acquisition (Landerl, 2000; Seymour,
Aro & Erskine, 2003).

Language learners develop their orthographic knowledge through phonological
and morphological awareness. In terms of phonology, Chinese is a syllabic language,
while English is an alphabetic language with complex spelling rules. While learning
English spellings, Chinese children follow a pattern similar to English speakers when
they are acquiring their first language; they transition through the pre-alphabetic stage, to
a partial alphabetic stage, and finally to the full alphabetic stage (Yin, Anderson & Zhu,
2007). As for the morphological aspect, English encompasses a significant number of
inflectional and derivational morphemes, whereas Chinese has many compound words
and complex compound rules — not only on the word, but also on the character level
(Packard, 2000). Less adapted to inflectional and derivational affixes, Chinese children
may encounter trouble acquiring inflectional and derivational morphemes in their
learning of English. Conversely, Chinese children’s well-developed sense of compound
rules in Chinese may facilitate their English inflectional or derivational morpheme
acquisition. English teachers may develop a more adaptive curriculum if Taiwanese
children are found to be naturally assisted in their learning of English from their already
established Chinese morphological knowledge. However, since linguists have just begun
exploring Chinese morphology in recent years, there has been limited research
conducted regarding Chinese children’s morphological awareness development and

cross-linguistic transfer.



Since there are some similarities with regards to orthographic structures, but
dissimilarities in terms of scripts and spelling, it has been hypothesized that Chinese
learners facilitate their English morphological awareness development by transferring
their previously-developed Chinese morphological awareness to their absorption of
English. Specifically, this study will investigate the potential differences between
Chinese and English morphologies, to observe the universalism of morphological
awareness transfer, and to examine how Chinese speakers utilize their already-developed
compound-word knowledge to facilitate English orthography, as well as morphological
rules. The study will also discuss if the resource imbalances resulted from regional
disparities or different starting grades may interfere with the development of students’
English morphological awareness.

The findings of the present study should: 1) help teachers of English in Taiwan
anticipate and prepare for potential learning difficulties that their students might
encounter during their English morphological development; 2) help teachers to teach
English more efficiently by building off of students’ L1 morphological awareness; and
3) add empirical research to the cross-linguistic literature currently available on Chinese

children’s English morphological awareness development.



CHAPTER 11
LITERATURE REVIEW

Reading is a complex mental activity that may be processed differently in
different languages (Seymour, 2006). The ability to read a word requires not only
phonological but also morphological ability. Children develop their oral language
abilities first by being exposed to a rich language environment, and then by continuously
interacting with people in that language. Children develop their reading abilities by
learning and associating the scripts with the corresponding words they’ve acquired in
their oral language, rather than by learning a brand new skill (Chall, 1983; Fries, 1963).
Learning to read in L2 may be much more complicated, since the language transfer
mechanism is determined not only by the structure of two languages, but also by the
linguistic distance between them. Being bilingual and multilingual has always been a
global trend, and as such it will be valuable if more of children’s instinctive cross-
linguistic transferring and learning processes can be investigated.

Since the study focuses on how learners increase their L2 words with the
assistance of the L1 morphological awareness transfer, related literature will be reviewed
concerning the functions of morphological awareness and the cross-linguistic transfer of
morphological awareness. Furthermore, in order to predict how Chinese learners of
English potentially are influenced by their L1, this paper also discusses English and
Chinese language features in terms of their morphology, morphological awareness

development, and reading acquisition, respectively.



Morphological Awareness
Morphology is the study of how morphemes, the smallest unit of meaning,
construct meanings within and among words in a language. Morphological awareness

(13

refers to a child’s “conscious awareness of the morphemic structure of words and their
ability to reflect on and manipulate that structure” (Carlisle, 1995, p. 194). Children with
a high level of morphological awareness are able to parse out or compose words with
constituent morphemes in order to construct meaning. In other words, morphological
awareness functions as a major approach for boosting a language learner’s vocabulary
growth. Such an awareness is partially innate and partially developed. Chomsky (1986,
2006) believes that children are born with an innate “language faculty” which helps in
organizing and decoding received linguistic signals, as well as in encoding those signals
to create meaningful messages. Continuous practice with those signals, through social
interaction with others, assures knowledge development with regards to these signals.
Morphological awareness is actually more than an ability to encode or decode
morphemes; instead, it is a high-order ability called Grapho-morphological awareness,
which coordinates orthographic awareness, phonological awareness and semantic
awareness (Kuo & Anderson, 2006). Besides functioning as a framework helping to
organize acquired lexicons and expand vocabulary size, morphological awareness also
helps speakers/readers take advantage of syntactic and semantic clues among
morphemes in order to distinguish homophones. Consequently, knowledge of

morphological structures is critical to literacy development.



Morphological structures are present in every language, and morphological
awareness is developed through exposure to vocabulary. Chinese is a morpho-syllabic
language, which means that the morphemes are also represented in scripts. Chinese
morphemes are monosyllabic and consume the same visual space as any other character.
By contrast, English is a morpho-phonemic language, which means that morphemes can
phonemically be spelled and combined in a sequence of letter sounds. Dissimilar in
nature due to their symbols, Chinese and English still share similar orthographic
structures — “meaning + phonetics” morphemes are coded in the respective spellings
(DeFrancis, 1989). Furthermore, in terms of morpheme categorization, Packard (2000)
stated that Chinese and English are morphologically similar, with respect to inflectional
morphemes, derivational morphemes and compound words. Even with these
fundamental morphological similarities, learners of English for whom Chinese is their
native language have been found to have inferior skills in orthography than those who
speak alphabetic languages (Akamatsu, 2003; Home & Dodd, 1996; McBride et al.,
2005). This will be discussed further in the sections that follow.

Cross-linguistic Morphological Awareness

Morphological awareness is found to be transferrable between different
languages. During L2 development, language learners may engage their overall
knowledge, not exclusively the knowledge of their native language, as well as form a
unique inter-language which blends both L1 and L2 grammars (Gass & Selinker, 1992;
Selinker, 1972). Slightly different from the notion of an inter-language, many other

researchers support the idea that language learners use their prior knowledge of L1 and



limited knowledge of L2 to build up a specific L2 system that approximates the L2 target
language system (Adjemian, 1983; Broussard, 1999; Corder, 1981; Faerch & Kasper,
1987; Schachter, 1992; Smith, 1980; Zhang, 1990). The fundamental linguistic
similarities (i.e., the similar orthographic structures) between Chinese and English may
expedite morphological awareness formation on the one hand, but on the other hand,
linguistic discrepancies (i.e., orthographic formation) may hinder its further
development.

Children’s morphological awareness that is developed in their native language
constrains the formation of their L2 morphological awareness. The orthographic distance
between L1 to L2 orthographies may influence L2 word learning process and its effects
(Hamada and Koda, 2008; Koda, 2000). McBridge-Chang et al. (2005) found that
phonological awareness plays the most critical role in Korean and English reading, as
opposed to the morphological awareness essential to Chinese reading, due to the fact that
Korean and English are morpho-phonemic languages but Chinese is a morpho-syllabic
language. Even though receiving pre-lexical phonological trainings (such as the Zhu-
Yin-Fu-Hao or Pinyin systems) to facilitate Chinese character reading in the early stages
may facilitate acquisition, Chinese speakers were still found to pay more attention to
visual-orthographic information when reading English words (Wang, Koda & Perfetti,
2003). Extensive morpho-syllabic characters develop Chinese readers’ morphological
awareness and their reading habits.

The level to which L1 linguistic awareness fits into L2 linguistic structures may

cause different learning patterns in students with different linguistic backgrounds. While



pronouncing English pseudo-words, Korean ESL learners perform faster and more
accurately than Chinese ESL learners (Hamada and Koda, 2008). In the task of
analyzing morphologically complex English words, Korean learners performed better on
intra-word structures, but Chinese learners were better at detecting semantic
inconsistencies (Koda, 2000). In terms of word identification, Chinese speakers attained
a higher accuracy rate on less similarly-spelled words, but Koreans were better on
similar words (Wang, et al., 2003). Indonesian ESL learners, another example of
students who grow up learning an alphabetical language, also outperformed Chinese
learners on English lexical identification tests (Muljani, Koda & Moates, 1998). Briefly
speaking, with a similar alphabetic background to English, Korean ESL learners are able
to transfer their Korean orthographic awareness to their English learning, and hence
acquire English orthography comparatively easily. On the contrary, the great number of
compound characters and words in Chinese forces Chinese speakers to be adept at
analyzing the sub-lexical elements of a word in word-based process.

Beyond the morphological and orthographic level, the syntactic features of
morphemes may also determine the competence of suffixes. In order to investigate if
morphological awareness improve as the maturation of L2 language ability, Long (1997)
and Lardiere (1998) observed two individual ESL adult participants who were native
speakers of Chinese and Japanese respectively for seeing if their English morphological
errors improved over eight to ten years. Both of their results showed no significant
improvement in terms of the errors they made on their first test, even though they were

married to native speakers and lived in the United States for over 20 years. Moreover,



adult ESL learners’ performances regarding sentences involving all inflectional
morphemes (except —ing) was far inferior to that of native speakers (Johnson and
Newport, 1989). Jiang (2004) further points out that some morphological features are
language specific; that is, some distinctive L2 morphological features are hard to fully
integrate into a student’s morphological awareness. Especially regarding the singular and
plural disagreement between subjects and verbs, Chinese ESL learners responded much
more slowly and showed a lower sensitivity, since there is no number agreement in the
Chinese language.

Though greatly influenced by the L1 background, L2 morphological awareness is
still naturally developed in later stages of language learning. Wang, Koda and Perfetti
(2003) described the cross-linguistic transfer as follows: “both the transfer from L1 to L2
and the nature of the L2 system may jointly contribute to L2 reading acquisition” (p.
144). However, they also emphasized that Chinese learners’ logographic transfer effects
may occur only in preliminary English learning; the alphabetic spelling effects dominate
the consequent English awareness development as the learners’ English proficiency
increases. That is, a separate L2 morphological awareness development is critical for L2
acquisition, especially for Chinese speakers learning English.

Does the cross-linguistic morphological awareness transfer have to be from L1 to
L2? An atypical cross-lingual transfer, from English to Chinese, was also found among a
group of bi-literate immigrant children (Wang, Cheng & Chen, 2006). This group of
children showed rapid improvement in their English reading skills, as compared with

their Chinese counterparts. Additionally, their English compound word awareness could
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be used as a powerful indicator of their Chinese character and Chinese reading
comprehension, but their English derivational awareness could not, due to the scarcity of
derivational morphemes in Chinese. Consequently, language transfer indeed exists, but
the extent of that transfer depends upon the distance between the two languages, and the
direction goes from the proficient language to the less proficient one. Cummins’
Interdependence Hypothesis (1977, 1979) explained the phenomenon that high levels of
L1 proficiency facilitate L2 acquisition, and conversely, a high proficiency in L2 has a
positive effect on L1 development.
The Development of English Morphological Awareness
Before we move on to a discussion of children’s acquisition of English

morphology, we need to clarify the definitions of different types of morphemes. There
are two major types of morphemes — free morphemes and bound morphemes. Free
morphemes refer to those smallest meaningful units (e.g., sad). Those which cannot be
meaningful individually are called bound morphemes (e.g., the suffix —ness in sad-ness).
Free morphemes can be termed root words; bound morphemes can be classified into
inflectional roots and derivational roots.
English Morphemes

Children’s acquisition of bound morphemes is a linear learning process. They build
up their morphological awareness through continuous adjustment of the rules by which
they use to generalize or organize the words they have encountered. The following is a
brief description of the morphemic features and the children’s acquisition process of

bound morphemes.
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Inflectional morphemes. Inflectional morphemes are used to mark stem-words
(i.e., root words) grammatically, without altering parts of speech, in order to help stem-
words reach agreement with other surrounding words in a sentence (e.g., I slice an apple.
—> She slices an apple). Common and regular inflectional roots include plural forms of
nouns (e.g., dog-s), tense forms of verbs (e.g., prove-s, prov-ing, prov-ed, prov-en), and
comparative and superlative forms in adjectives (e.g., quick-er, quick-est). English-
speaking children usually develop a simple inflectional rule first, over-generalize the
rule to possible morphemes, and then make adjustments to the rule through encounters
with irregular items, e.g. foots*, goed* (Berman, 1981; Cazden, 1968; Kuczaj, 1977,
1978; Kuo & Anderson, 2006; Marcus, Pinker, Ullman & Hollander, 1992).

Derivational morphemes. Derivational morphemes encode extra information
onto the stem-words, but the change exhibited on parts of speech may be optional (i.e.
the suffix —ship in friend-ship gives an extra meaning, “state of being an X” to the stem-
word friend without changing its parts of speech; the suffix —ity in pur-ity codes the
meaning “property of being X to the root word pure, with the changes in part of speech
from adjectives to nouns). Bound roots, which make up words only by combining with
other derivational roots or free roots, e.g. magn-ify, dis-like, are also categorized as
derivational morphemes. However, bound roots do not change the parts of speech of the
stem words. Such a derivational awareness is dominated by a complicated (1) relational
knowledge, which refers to an ability to see the relationship between the stem words and
suffixes in morphologically complex words (e.g., teach — teacher); (2) syntactic

knowledge, which helps learners mark stem words with different parts of speech, (e.g.,
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reduce — reduction); and (3) distributional knowledge, which determines why some
affixes are constrained only to certain stem words by the syntactic category of the stem,
e.g. “beautifully” is accepted but not “beautyly*,” since —ly cannot be attached to
adjectives. For English learners, the complex morphological knowledge of derivational
morphemes requires time to build upon (Kuo and Anderson, 2006; Mahony et al., 2000;
Tyler and Nagy, 1989).

Compound words. Except affixation, word compounding (which means
combining at least two free roots) is another way to make up complex words. Three
major compounds include compound verbs, compound adjectives, and compound nouns.
Compound words of verb are composed of a base verb but proceeded by a free root from
the same word class (e.g., stir-fry) or from other word class, like nouns, adjectives or
prepositions (e.g., hand-wash, dry-clean, under-estimate). English compound words are
usually right-headed which means that the rightmost morpheme usually holds the core
meaning of compound words, but the constituent morphemes in some words may be of
little relevance to their overall meanings (e.g., redcap, lazybones, greenhouse) (Carstairs-
McCarthey, 2002; Fabb, 1998; Nicoladis, 2002). Such right-headedness facilitates
English speakers’ inferences regarding unfamiliar compound words and their word-
compounding ability when they need to express new compound ideas. However,
knowledge of compound words cannot be assessed as effectively as knowledge of
inflectional or derivational words, since some compound words are frequently used, and
thus fewer people can notice them as a combination of two or more free morphemes

(e.g., breakfast and holiday) (Berko, 1958). For those compound words containing
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unfamiliar component morphemes, learners might perceive them as single lexical entries
without making any other inferences.
English Morphological Awareness

The combination rules mentioned above help English learners to systematically
acquire English vocabulary as input and creatively make up words as output. The
structure of most words can be analyzed with a binary tree which is a technique used to
parse the constituents in a sentence, except for a few structurally or semantically
irregular lexical items. Not only semantic meanings, but also word structures, can guide
readers’ interpretation of words.

Generally speaking, some morphemes are more easily acquired, especially those
which are frequently used and easily recognized, occupying a fixed position relative to
the stem and having a perceptually salient sound (Hoff, 2009; Peters, 1997). In Byrne’s
(1996) study, English-speaking children in the early stages of reading development were
able to notice morphological distinctions like cup/cups, but had a greater difficulty
recognizing phonological distinctions like bus/bug. Brown (1973), in his long-term study
on three children’s language development processes, found that both frequent
morphemes and irregular morphemes are comparatively easier to be acquired. A
constancy in the developmental order of 14 grammatical morphemes existed, but the
learning rate or age varied. In most cases, the first three morphemes to be acquired
included present progressive, and the prepositions in and on. They were roughly

followed by plurals, past irregular, possessive, uncontractible copula, articles, past
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regulars, third person regulars and irregulars, uncontractible auxiliary, contractible
copula and auxiliary.

Neither morphological knowledge nor morphological awareness can be acquired
in a short time since such knowledge requires intense vocabulary exposure as input.
Researchers (Kuo and Anderson, 2006; Mahony, et al., 2000) found that English-
speaking children’s acquisition of derivational structures lags behind compound and
inflectional structures. The major reasons are that derivational suffixes like -able and -
ment are large in number, but less frequent in language utilization, and their affixation
usually activates complex phonological and semantic alterations, as compared with
inflectional suffixes.

All in all, English words can be free roots individually, bound roots affixed with
inflectional or derivational roots, or compounds of two free roots. The morphemes which
are common, stable, and marked in speech are easily acquired, especially as compared to
those less-frequently used derivational morphemes. A constant learning pattern and rate
are also found among English-speaking children in their word acquisition and
morphological awareness development.

English Morphological Awareness Development

Some English reading theories investigate how readers process or code these
smallest meaningful chunks of letters which are morphemes. The Restricted-Interactive
Model (Perfetti, 1991) explains that skilled readers’ word identification is triangulated
through multiple sources of information (e.g. letters, phonemes, and morphemes). The

acquisition of regular and irregular inflectional morphemes is conceptualized in the Dual
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Mechanism Model (Baayen et al., 1997; Clahsen, 1999; Freiderici et al., 1993; Marslen-
Wilson and Tyler, 1997, 1998; Pinker, 1999; Pinker and Prince, 1988; Pinker and
Ulman, 2002; Ullman, Bergida, & O’Craven, 1997) and the Augmented Addressed
Morphology Model (Chialant & Caramazza, 1995).

In the Dual Mechanism Model, regular morphology reflects the classic
grammatical rules, like plural suffix —s; whereas irregular compounds are stored whole
as pairs of lexicons, like mouse and mice. Though viewed as different lexical entries,
these irregular compounds are still semantically and phonologically related to their
original morpheme. In the Augmented Addressed Morphology Model (AAM), readers
are assumed to approach known morphologically-complex words through whole-word
access and unfamiliar morphologically-regular words through morpheme-sized
decomposition. Irregular forms (e.g. went for go) and partially irregular forms (e.g. built
for build) are processed as a whole set of independent lexical units. Obvious decodable
morphemic units (e.g. the third person —S or past tense -ed) seems to be stored as
distinguishing units that convey meanings by attaching to other basic morphemic units.

The Development of Chinese Morphological Awareness

Chinese words are encoded as characters, but they can also be spelled in pinyin
in Mainland China or Chinese phonetics in Taiwan. Whether or not Chinese words could
be morphologically analyzed in the same way as English words aroused numerous
debates among linguists, due to the definition of Chinese morphemes. Li and Thompson
(2003) viewed Chinese as “an isolated language” — a language in which a word is

composed of one morpheme and cannot be further analyzed and there is no syntactical
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agreement between words. However, most of these Chinese morphemes, in fact, can be
further decomposed into semantic and phonological components (Perfetti & Tan, 1999;
Taft & Zhu, 1997a, 1997b). In order to manage the dilemma that Chinese has
morphemes and morphemic components, a level is set below morphemes and is called
sub-morphemes. In the following, I shall introduce how Chinese words are spelled
through two levels of morphemes, and then shall discuss how Chinese native speakers
develop their morphological awareness.
Chinese Morphological System

Sub-morphemes. Chinese has complicated orthographic rules, since Chinese
morphological information is coded not only in character combinations, but also in
character compositions. Approximately 90% of the characters are ideo-phonetic — a
combination of a semantic component (the radical) and a phonetic component (the
phonetic) (Ho, Wong & Chan, 1999; Zhu, 1988). Both Chinese radicals and phonetics
cue sub-morphemic information to meanings and pronunciations at different levels. For
example, the radical /K [mu4] wood cues the semantic meaning of trees to £ [lin2]
forest, but the radical ,(» [xin1] heart cues % [lian4] love opaquely, and R [yu3] rain
cues & [xul] need irrelevantly. Not all Chinese radicals are meaning-transparent; those
conveying their meanings opaquely and irrelevantly may result from long term character
derivation.

As for phonetic components, Chinese readers can guess how characters sound
alike if the phonetic components are familiar to them. The characters that share the same

phonetic components may be pronounced totally identically, like homophones, partially
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identically (only differing in tone or resembling one another in thymes), or totally
differently from the phonetic components themselves. There are approximately 7,000
morphemes in the Chinese language, but they exist in only 1200 syllables, which means
that on average each identical syllable has 5 homophones, e.g. /ma3/ refers to & horse
and to f§ yard, etc. The feature of a great number of homophones makes most Chinese
morphemes polysemic. Chinese speakers usually differentiate meanings either by tone or
by the neighboring morphemes to which the target morphemes attach (Shu, 2003). Yet,
through an actual estimation of characters, Liu (1999) pointed out that the validity of
phonetic components for the pronunciation of characters only ranged from 27% to 48%
(Fan, et al., 1984; Zhou, 1978). Phonological activation can be more accurately achieved
if phonetic components are decoded simultaneously with radicals (Paap, Chen & Noel,
1987; Wu and Liu, 1997).

Radicals and phonetic components make Chinese morphemes more accessible,
especially for those people who use traditional Chinese scripts, like individuals from
Hong Kong and Taiwan. Direct instruction on radicals and phonetic components can
effectively improve children’s word-identification ability (Shu and Anderson, 1997);
natural (non-instructional) exposure to unfamiliar but radical-transparent characters can
increase their vocabulary size (McBride-Chang, Shu, Zhu, Wat, & Wagner, 2003). From
both studies, Chinese children’s knowledge of morphology develops as they progress
through the various grade levels. First graders were found to read Chinese characters

holistically, but children as young as third grade were found to be able to infer meanings
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by differentiating radicals and integrating the semantic information embedded in
different parts of characters or segments of words.

The fact that most characters are semantically clued by radicals and
phonemically hinted at by phonetics actually increases learners’ vocabulary size. Ho,
Wong and Chan (1999) found that Chinese students tend to make analogies of radicals,
which are legally bound in most characters, after systematic and explicit instruction on
radicals (Semantic Analogy Training) that teaches radical recognition and character
decoding. However, they also admitted that novice readers’ vocabulary size may be
excessively estimated, since these readers may take advantage of the feature that
characters with the same radicals are semantically related. Additionally, similar
phonological analogous training was found to negatively affect students’ learning effects
on previous semantic analogous training, because they may easily take phonetic
components mistakenly as semantic components. From this research, it can be inferred
that children naturally took advantage of component analogies and acquired semantic
categories of Chinese characters independently from their pronunciation.

Besides radical transparency, conceptual ease and character familiarity were
found to serve as reading tactics for students (Shu and Anderson, 1999). Children
performed better at conceptually easy and morphologically transparent characters,
especially those that contained familiar radicals. Even in China where radical instruction
was not common, students still showed an awareness of radicals, as well as an ability to
make inferences and memorize unfamiliar characters. Stevenson and Stigler (1992) point

out that Chinese readers demonstrated homogenous learning behaviors and reading
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scores, whereas many more American young readers were found reading either above or
below their current level. They attributed the reason for this averaging of Chinese
readers to the abundant morphemic features of Chinese characters. On the contrary, the
irregularities between English spelling and sounds can act as a barrier for readers.

Morphemes. Almost all Chinese morphemes are scripted as single characters that
consist of sub-morphemes, as mentioned above. The fact that characters are mono-
syllabic directly explains why people view Chinese morphemes as mono-syllabic, too.
However, some exceptions - poly-syllable morphemes, i.e. &j%] [pu2tao2] grape — are
still found in Chinese, usually because they are borrowed from other languages.

Li and Thompson (2003) categorize Chinese word formation process as follows:
(1) reduplication, which means a morpheme that is repeated to form a new word; (2)
affixation, by which prefixes, infixes, and suffixes are attached to the root words to form
new words; and (3) compounds, by which the semantic value could be related or
unrelated to the compound component’s semantic information. The scarcity of affixes
but prevalence of compound words are unique features of the Chinese language. Chinese
compound words are difficult to define because morphemes may be uni- (in most words)
or poly-syllabic, the meaning of component morphemes may not be reflected in the
literal meaning of compound words, or even components themselves may no longer be
morphemes in modern Chinese words.

Different from Li and Thompson’s categorizations, Packard (2000) quad-sects
Chinese morphemes according to two features — bound versus free, and content versus

function. Historically, Chinese morphemes have been analyzed according to their
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meanings if they describe the qualities of entities/actions or report the relationships
among entities. Based on this criterion, Chinese morphemes can be categorized into four
groups — function words ([+free, +function]), root words ([+free, -function]), bound
roots ([-free, -function]), and affixes ([-free, +function]). Affixes can even be sub-
categorized into grammatical affixes and word-forming affixes, which are similar to
inflectional and derivational affixes, respectively, if termed according to English
morphology. However, these two types of affixes do not share some universal features
with most other languages, like grammatical agreement, morphological paradigms and
morphophonemic alternations. For example, a Chinese inflectional morpheme Z& [zhe] —
ing is used to denote only the aspects with no concern for tenses.

Though limited in quantity by comparison to other languages, Chinese
grammatical affixes include 1) plural suffixes: {/J [-men] (a human plural noun suffix);
2) resultative potential infixes: 15 [-de] (a resultative infix to verbs) and “f~ [-bu4] (a
negative resultative infix to verbs); 3) aspect markers: %# [guo4] (an experiential suffix),
T [le] (a perfective suffix), 2 [zhe] (a durative suffix), #E7 [qi3 1ai2] (an inchoative
suffix), £ [zai4] (a progressive suffix) (Chu & Chi, 2000; Li & Thompson, 2003;
Packard, 2000). The Chinese word-forming affixes include the nominalizing suffixes (4
[xing4] and [& [du4]), the verbalizing suffix ({L [hua]), the negative prefixes (4 [wu2],
& [weid] JE [fei]), the adverbial suffix (A [ran2]), the agentive suffix (& [zhe3])
(Packard, 2000), and the adjectivalizing prefix (1] [ke3]) (Li & Thompson, 2003).

Chinese compound words are composed in a similar way to English compound

words. Packard categorizes word types into compound words (two root words), bound
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root words (root words plus bound roots, or two bound roots), derived words (bound
roots or root words plus word forming affixes), and grammatical words (words plus
grammatical affixes). Noun- and verb-compound words are in the majority. Briefly
speaking, from Packard’s point of view, Chinese native speakers’ knowledge of word
formation is derived from the knowledge of word classes and the internal structure
within compound words. The limited inflectional affixes and derivational affixes force
Chinese speakers to effectively utilize their morphemes through combining bound roots
(Ku and Anderson, 2003).

The reason why Chinese is so distinctive from other languages is that Chinese
features a collection of many properties that are individually universal and common but
infrequently combined together, including “monosyllabism, existence of isolated
morphemes, preponderance of bound roots, absence of morphophonemic alternation,
paradigmatic alternation, grammatical agreement and so forth” (Packard, 2000, p. 131).
Furthermore, different from other alphabetic languages, Chinese words are essentially
compounds of characters and free from inflectional changes to the formation of
morphemes (characters) themselves.

Chinese Morphological Awareness Development

In contrast to the lengthy history of research development in English acquisition,
applied linguists only began to investigate Chinese language acquisition in the
disciplines of Phonology, Syntax, Morphology and Semantics within the previous two
decades. No vocabulary reading theories (such as the Dual Mechanism Model mentioned

in the previous discussion) have emerged specifically for Chinese language until now.
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For the most part, the only theories regarding Chinese language acquisition have been
more focused on word identification.

Regarding Chinese character identification, Taft and Zhu (1997a, 1997b)
proposed a multilevel interactive-activation framework which stratifies the word
composition into sub-morphemic components (e.g. strokes and radicals) as basic
elements at the lowest level, morphemes (characters), and finally words that are
combinations of both. Besides original orthographic units, this framework was later
implemented with phonological and semantic units to levels above the morpheme (Taft,
Liu & Zhu, 1999).

Similar to Taft and Zhu’s hierarchical analysis, Perfetti and Tan (1999) also
proposed a word identification system that especially clarifies the existence and semantic
value of radicals. In this system, Chinese reading is viewed as an activation across four
subsystems, including two types of orthographic (non-characters and characters)
subsystems, one phonological subsystem, and one semantic subsystem. Either character
or non-character orthographic subsystems are activated through stroke analysis as visual
inputs, whereas phonological subsystems are activated through segment analysis as
auditory inputs. Their model not only explains how characters can be identified, but also
how words are comprehended.

Chinese has a complicated morphology of compounds, represented by compound
characters and compound words. With compound characters, students can infer the
meaning and pronunciation of new characters by making analogies to the components of

familiar characters. As for compound word formation, the more words readers encounter
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and implicit rules they develop in their mind, the larger their vocabulary size will be.
Learners who can triangulate the information from characters and words are believed to
have better vocabulary acquisition.
The Present Study: Morphological Awareness Transferring
Effects from Chinese to English

Briefly speaking, Chinese morphology is distinct from English morphology in
the following ways. First, Chinese morphemes can be analyzed as having two layers,
character composition and word formation. Second, Chinese is a tonal and non-
inflectional language, while English is an intonational and inflectional language. Third,
English has more inflectional and derivational affixes, but Chinese has a great deal of
complex compounding rules. Fourth, phonological changes usually occur while
combining with bound morphemes in English. Chinese word formation, on the contrary,
seldom involves phonological or orthographic changes; the pronunciation of each
character is fixed and tones are utilized to mark distinctions from other homophones.

The purpose of the present study is to test three hypotheses in view of the
previous findings. First, Chinese has the same morpheme categories (Packard, 2000),
such as inflectional, derivational and compound words, as does English. Regardless of
the imbalanced distribution of each category within two languages, Chinese learners
who perform well on inflectional, derivational, or compound words are assumed to
perform as well in the English counterpart categories. That is, they are assumed naturally

transferring their morphological awareness which was developed in their L1 to the
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counterpart one in English as their L2. Such a cross-linguistic morphological awareness
transfer was modeled in Figure 1.

After the whole transferring model had been developed, the second research
question is to know if abundant compound characters/words with complex compounding
rules in Chinese help their speakers master English compound words and derivationally-
affixed words. Another similar question is asked, “if rare inflectional morphemes and
related concepts in Chinese make Chinese students less competent in inflectionally-
affixed English words.” The third research question asks if Chinese speakers read
English vocabulary through detecting and making inferences about the morphemes
embedded within the words, due to their ability to be trained to obtain semantic cues in
Chinese reading.

These assumptions are all about how Chinese speakers’ morphological awareness
in their L1 benefited the development of their English morphological awareness.
However, besides the maturity level of Chinese morphological awareness, the quantity
and the quality of English instruction might also determine how their English
morphological awareness is developed. It is common to see students in Taiwan starting
their English instruction at different ages or receiving it in different number of hours per
week. Finally, the study will also discuss if the starting age as well as the quantity of the

school instruction influence students’ English morphological awareness development.
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CHAPTER 1II
METHODS
Participants

The assessments in this study were administered in June, 2009, at the end of the
2008 school year. Considering that the cumulative years of English learning may result
in students’ English development, the study invited the students in three junior high
schools from the districts where the starting grade of English instruction varied. A
stratified sampling strategy was used, and the selection criterion was based on different
starting grade levels of English instruction in different cities. One school from Taipei
city, Taichung city, and Taoyuan city participated in the study. According to the official
announcement from the municipal educational agencies, Taipei city claimed that they
assisted the schools in their district to offer English instruction as early as the 1% grade
since 2000. The schools in Taichung city were expected to offer English instruction from
the 2" grade since 2002; the schools in Taoyuan started from the 3 grade since 2003. In
other words, due to the early starting grade and the early starting year, the 9th-grade
students in Taipei may not only have received longer English education in middle school
compared to the younger grades but also in the primary school stage by comparing to the
same-grade peers from the other district.

In total, 99 students were recruited from the 7 grade (35 from Taipei, 32 from
Taichung, and 32 from Taoyuang); 99 students in the 8" grade (37 from Taipei, 30 from
Taichung, and 32 from Taoyuang); and 89 students in the 9th grade (30 from Taipei, 32

from Taichung, and 27 from Taoyuang). In terms of schools, 102 students were from
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Taipei city, 89 students were from Taichung city, and 96 students were from Taoyuan
city.
Materials

This study investigated Taiwanese students’ individual and composite awareness
of inflectional morphemes, derivational morphemes, and compound words as transfer
effects from Chinese to English as a foreign language. Besides the Junior High School
Students’ Scholastic Aptitude Test, Morphological Awareness tests in Chinese and in
English were also administered. Some subtests within the Chinese Morphological
Awareness Test appear in the same format as the English Morphological Awareness
Test. The details of these three ability tests are introduced, according to the order in
which they were administered, in the following sections. Students’ performances on
tasks were transformed into z-scores.
Junior High School Students’ Scholastic Aptitude Test

The Junior High School Students’ Scholastic Aptitude Test (Lu et al., 2001) is a
standardized test designed for measuring the verbal and mathematical ability of students
in grades seven to nine. Modified from the Scholastic Aptitude Test (SAT), the test
items are composed by considering the daily life and cultural environment of students in
Taiwan. The subtest for verbal ability evaluates the students’ verbal analogy and verbal
induction through 50 multiple-choice questions. In the section dealing with verbal
analogy, students need to select a best answer from clothes, shoes, watch, and belt, for
the test item: “Head is to hat as feetisto . As for the section concerning verbal

induction, students were asked to select a term that best describes the mutual category of
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mice, ants, and rabbits from possible answers like animals, livestock, insects, and beasts.
The internal correlation consistency (Cronbach’s Alpha) for the two subtests are .86 and
.91, respectively. Each correct answer is worth 1 point.
Chinese Morphological Awareness Tests

In order to avoid the ceiling effects that adolescent students may have on Chinese
vocabulary, all of the target vocabulary items, except for the section entitled “Chinese
Inflectional Morpheme,” were selected according to word frequency. The frequency of
words was based on an on-line linguistic corpus database - Word List with Accumulated
Word Frequency in Sinica Corpus. Sorted by the frequency of appearances in major
linguistic resources, the collected Chinese words in the database are ranked from 1 to
93,826, which implies that the number of words a Chinese literate reader may need in
modern society is approximately 90,000. To ensure that the target words in the different
frequency levels are appropriate, the selection of each word not only must meet the
intended testing categories, but was also randomly selected from each stratum of 5,000
words. However, no words were selected within the frequency ranges of 45,000 to
50,000, 60,000 to 70,000 and 75,000 to 90,000, since the corpus database itself lists no
words within these strata. For example, all the words appearing three times in the
database are ranked at 57,995, but those appearing two times are ranked at 70,282. Each
task is a free-response format, with one- or two- morpheme words. The entire Chinese
morphological Awareness test took students approximately 40 minutes to complete.

Chinese Inflectional Awareness Task. This subtest was conducted to measure

students’ knowledge of Chinese inflectional morphemes. The target morphemes in each
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test item in this task were selected from the grammatical affixes (Li & Thompson, 2003).
Students were given 13 sentences with a blank appearing in each, and were required to
fill in the blank with an appropriate morpheme, according to the context. The intended
morphemes in this section includes not only grammatical affixes but also a comparative
morpheme (i.e. ik [yue4]) and the superlative morpheme (i.e. f [zui4]), as counterparts
to the relevant concepts in English. For example, students need to fill in the question “I
studied (___ ) late last night, which made me almost miss the bus in the morning” with
a resultative potential infix 5, which is an adverbial morpheme but has no
corresponding word in English.

Students’ responses in this task were evaluated and scored in two steps. First, all
the answers which were collected from the students’ responses were listed as choices
under the test items, and then three Chinese native speakers were involved to evaluate if
these answers completed the target sentences grammatically. They were encouraged to
read the sentences which were alternated with potential answers a few times and
intuitively judge if the sentences grammatically and semantically make sense. Answers
were viewed correct only when all three evaluators agreed on the appropriateness of the
word to the context. In step 2, with the list of appropriate answers to test items, the
researcher scored all the students’ responses and gave 1 point to the answer word if it
was on the list.

Chinese Derivational Awareness Task. Li and Thompson indicated that Chinese
has a limited number of word-forming affixes, which is similar to the derivational

affixes in English. Due to the limited exposures, Chinese speakers may be less aware of
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the derivational concepts or even view the derivational words as compound words. For
knowing if Chinese students are sensitive to derivational concepts or morphemes, this
study designed a task among which 16 items were intended to measure students’
awareness on specific word-forming affixes and 10 were designed to measure their
derivational concepts on high-frequency morphemes. The test items from these two
types were intermixed in the same task.

As for the test items involved with the specific word-forming affixes, they were
designed to measures students’ syntactic and derivational knowledge. In order to make
sentences syntactically and semantically correct, students had to make up words with the
clue morphemes. The word-forming affixes in this section include the nominalizing
suffixes (M4 [xing4] and f& [du4]), the verbalizing suffix ({L; [hua]), the negative
prefixes (f [wu2], 7 [weid] FE [fei]), the adverbial suffix (ZA [ran2]), the agentive
suffix (3% [zhe3]) (Packard, 2000), and the adjectivalizing prefix (7] [ke3]) (Li &
Thompson, 2003). One test item, for example, asks students to add a prefix # [wu2]
non- to the clue morpheme % [yol] worry, in the sentence: “His application for the
position of state staff is accepted. The salary is not high, but he will for
basic needs in living at least.”

Furthermore, on the rest of 10 test items, students need to make up words with
high-frequency morphemes that can be used to form verbs, nouns or other grammatical
categories when combined with other potential morphemes. For example, students might
need to add a morpheme #{ [gu4] reasons after the clue verb morpheme % [bian4]

change, if they think the blank in the exam question requires a noun. These 10 test items
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measure more of students’ knowledge of Chinese syntax and semantics, both of which
are critical to knowing when the student being evaluated is aware of derivations.
Awareness Task of Chinese Compounds. In this section, the Morpheme
Combination task and the Morpheme Compound task are employed in order to assess
students’ knowledge and awareness of Chinese compounds. The study designed the
Morpheme Combination Task for measuring students’ sense of word formation and the
size of their vocabulary. Students are required to paraphrase the underlined phrase (4 to
10 morphemes in length) in the stem sentence into a two-morpheme long word. In other
words, the underlined phrases explain the intended phrases in the test taker’s answers.
For example, students are told to paraphrase an underlined phrase such as f 25 H| &
[jian3cha2 cedliang2] check and measure into a brief expression f@ Ml [jian3 ce4].
Usually students make up these words by retrieving and reorganizing the morphemes
within the underlined phrases, but they are not given hints to do so. The intended phrases
included in this subtest are variously composed. For example, £ [jian3 ce4] is
composed of the first and third morphemes in f 25 0] & [jian3cha2 cedliang2] check and
measure is the only grammatically and semantically correct paraphrasing phrase, instead
of fg&* [jian3liang2], & HI* [cha2ced], or even & &* [cha2liang2]. In other cases,
possible compound paraphrasing could consist of the first morpheme and the fourth
morpheme (i.e., 5% 5 [pei2yud] for B2EZ 5 [pei2yang3 jiaodyu4] develop and
cultivate), the second morpheme and the third morpheme (i.e., [@[H [sian3cu3] for &R
[HE [jiansian3 cu3ai4] danger and difficulty), or the second and the fourth morpheme

(i.e., B [quanddao3] for $HEl5 [Z [guilquan4 ying3dao3] persuade and guide.)
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Based on the Morphological Construction Test (McBride-Chang et al., 2003), the
Morpheme Compound Task requires students to create a two-morpheme word based on
a previously-given sample word, accompanied by a rationale for how the word is
created. For example, “We call the ability of eyes to see objects as “vision”, then we call
the ability of ears to hear sounds as “ .

Students’ responses in the Chinese Derivational Awareness tasks and the
Awareness Task of Chinese Compounds were also evaluated in three steps. First, in
order to ensure if students’ responses were all real words, the Chinese Lexicon
Dictionary — the Edited and Amendment Version was used. It is also an on-line
dictionary being used for leaving out those made-up words or pseudo-words in this
study. For example, in order to write the antonym of the term {E#lJE; [yolyuedgan3]
superiority in the test item, some students may compose a term like {E#k &
[dilyuedgan3], in which only the first morpheme is the antonym to the first morpheme
of superiority. However, no one uses a phrase like that. After excluding the pseudo-
words, three native speakers were also asked to evaluate the list of possible answers,
which was the same as the one in the Inflectional Awareness task. Lastly, each correct
answer is worth 1 point.

English Morphological Awareness Tests

All the words and sentences used in these test items are curriculum-based.
Almost all the words are within the 1,000 essential vocabulary that the Ministry of
Education in Taiwan officially expects junior high school graduates to acquire. The

English section of The Basic Competence Test for Junior High School Students, which
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functions as a high school entrance exam, is also based on the same list. Only a few
words are from the list of 2,000 essential vocabulary words, which is the expanded list of
the 1,000 vocabulary. The vocabulary in this 2,000 word list is recommended to be
acquired, for junior high school graduates.

English Inflectional Awareness Task. The researchers who in the past have
investigated ESL students’ acquisition of inflectional morphemes usually conducted
their studies through longitudinal observations (Jia, 2003; Jia & Fuse, 2007; Paradise,
2005). Rather than proceeding qualitatively, this subtest asks student to fill in the blanks
in sentences by modifying the clue words according to the context, which is slightly
different from asking students to simply determine if aurally received sentences are
grammatically correct, as in the Grammatical Comprehension subtest of TOLD-1:3
(Hammil & Newcomer, 1997). The target inflectional affixes in this section include
tenses, aspects, numbers, and comparative/superlative suffixes. For example, students
might need to modify the word boy by adding a suffix —S to the sentence “Bill is a boy
and John is a boy. They are both . (boy)”

English Derivational Awareness Task. This section includes the Word
Decomposition Task and the Word Derivation Task. Each task is composed of 20 test
items, and both are based in Carlisle’s study (2000). Approximately one quarter of her
test items were directly used for this investigation because the target words are on the list
of 1,000 essential vocabulary words.

These two tasks measure students’ ability to decompose clue words and derive

clue morphemes, respectively, by providing a relevant context. Both tasks require
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students to detect the grammatical category first by figuring out where the blank is in the
sentence, and then make the appropriate modifications to the clue words. For example,
in the Decomposing Task, students must transform the derived word “density” into its
base form “dense,” for the purpose of making the sentence “The smoke in the room was
very _ ” grammatically correct. Conversely, in the Deriving Task, students are
required to modify the clue word “farm” with the suffix “-er” in order to fit it into the
sentence “My uncleisa .’

Awareness Task of Compound Words. Modified from Ku’s (2001) subtests for
measuring native speakers’ English morphological awareness, the English Morpheme
Task and the Compound Word Decoding Task were both employed in this study to
observe whether Chinese speaking students read English words holistically or
morphemically, and if they take advantage of morphemes while reading words.

Morpheme Identification Task. Students were required to respond to each pair of
words by circling YES if they thought the second word came from the first word in the
pair, or NO if it did not. For example, students would circle YES to the pair “sun” and
“sunny,” but NO to the pair “pen” and “penny.” The majority of pairs were adapted from
Ku (2001).

Compound Word Decoding Task. Twenty real words and twenty possible
(pseudo-) words were employed to test if students possessed the ability to read
unfamiliar compound words by detecting the morphemes in the word. Students were
encouraged to make logical guesses if the words were new to them. The target words

were intermixed with ten real compound words, real derived words, possible compound
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words, and possible derivatives, respectively. Possible compounds and derivatives were
composed of basic morphemes taken from the list of 1,000 essential vocabulary words.

Students were instructed to circle YES if they were sure of the target word, such
as “afternoon,” and then were to write its Chinese meaning. However, taking a pseudo-
word such as “unangry,” for example, students could have interpreted it to mean “not
angry” if they could detect the morphemes “-un” and “angry.” They were instructed to
circle NO if they thought the words were possibly real words but they felt unable to
explain the words. Or, when reading a pseudo-word like “waterwinner,” students might
be able to detect the morphemes inside but still face difficulties deciphering convincing
meanings. If they felt the compound word made no sense (i.e., “sunplay”), they were
instructed to circle PS, which stands for pseudo-word.

Except in the Compound Word Decoding Task, the correct responses in all other
tasks in the English Morphological Awareness Tests were scored with 1 point each. As
for the Compound Word Decoding Task, one point were credited only when 1) they
marked puedo-words with PS, or 2) they marked real words with YES and also wrote
down their Chinese meanings correctly.

Procedures

These three ability tests for measuring the participants’ vocabulary and
morphological awareness were administered over two independent-study hours. On the
first day, the students were given the Junior High Student Scholastic Aptitude Test (15
minutes), followed by the Chinese Morphological Awareness Test (40 minutes). On the

second day, the English Morphological Awareness Tests were administered (40
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minutes). The test sheets were provided to the students who voluntarily participated in
the study. After the researcher briefly explained the intention of the study, the students
started to respond to the tests independently. Instructions regarding how to answer the
test items and relevant examples were provided in the beginning of each task. The
researcher was also present in the classrooms, in case students had questions regarding
the test items.

Data Analysis

A structural equation model was constructed in order to determine if Chinese
EFL learners’ native M.A. facilitated their English M.A. development. Students’ M. A. in
Chinese and English were proposed as two separate hierarchical concepts. These two
concepts are proposed to be composed of another level of latent variables, such as the
Derivational Awareness or the Awareness of Compounds. Students’ performance on
each tasks served as the indicators of these first-level latent variables. For knowing the
development of Taiwanese students’ M.A. in Chinese and English, the strengths and the
inter-relationships of the paths within the model will be discussed. The study also
examined how each subset of Chinese M.A. individually contributed to the development
of the three subsets in English M.A.

Two statistical programs were used to analyze the data. All the participants’
responses were coded and entered into SPSS 16.0. Amos 16.0 was used to evaluate if the
model fitted to the data. The factor loading of the paths from the Awareness of Chinese
Compounds to the Chinese M.A. and from the Derivational Awareness to the English

M.A. were constrained to 1, for the purpose to scale other latent variables in the model.
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CHAPTER IV
RESULTS
The descriptive statistics of Chinese and English morphological awareness
(M.A.) tasks are presented in Table 1. The Cronbach’s Alpha statistics are also presented
to show the internal consistency reliability in each task. Table 2 presents the
intercorrelations among tasks as well as the means and SDs observed on each task. Low
to moderate correlations (.36 < r <.68) were found among the tasks in Chinese, but
moderate to high correlations (.52 < r <.72) were found among tasks in English. While
comparing Chinese tasks and English tasks, their inter-correlations were between .28 and

45.



Table 1
The Number of Test Items, the Test Reliabilities, and the Means (SDs) by Grade Levels on Morphological Awareness Measures

Measures Item Alpha 7" Graders 8" Graders 9" Graders
Chinese

Inflectional Awareness 10 .58 823 (1.67) 834 (1.52) 874 (1.27)
Derivational Awareness™ .82

Affixation 16 77 7.12  (298) 878 (347) 9.05 (3.24)

High-frequency Morphemes 10 .58 5,52  (2.00) 6.26 (1.99) 6.47 (2.00)
Awareness of Compounds

Morpheme Combination 26 84 1694 (488) 1791 (5.01) 19.72 (3.64)
Morpheme Compounding 26 82 1242 (427) 14.62 (5.93) 14.66 (4.17)
English
Inflectional Awareness 16 .88 6.84 (3.65) 895 (4.15) 1034 (4.48)
Derivational Awareness
Derivation 15 77 733 (4.58) 839 (5.65) 10.25 (5.01)
Decompostion 15 .85 7.72  (3.45) 865 (3.58) 9.97 (3.75)
Awareness of Compounds
Morpheme Identification 20 73 1485 (2.82) 14.64 (3.50) 1637 (2.92)

Compound Word Decoding 40 90 16.11 (7.70) 19.95 (9.90) 20.28 (7.54)

* means that the sub-tasks in the category were placed in one inclusive task when the measurements were administered.

8¢



Table 2
Correlations between Verbal Aptitude, Chinese Morphological Awareness, and English Morphological Awareness Measures

1 2 3 4 5 6 7 8 9 10 11 12
1. Verbal Induction -
2. Verbal Analogy 59%* -
3. Ch. Inflectional Awareness A1*  33%* -
Ch. Derivational Awareness S53*% 0 42% 51* -
4. — Affixation
5. — High-frequency Morphemes AS5* 36%  45% 68 -
6. Awareness of Ch. Compounds A5%  37%  42%  61*  49% -
— Morpheme Combination
7. Awareness of Ch. Compounds A2%  38%  54*%  68*%  .64*  5T* :
— Morpheme Compounding
8. En. Inflectional Awareness J38*%  24*  28*% 37*  36%  33*  37* -
9. En. Derivational Awareness A3*%  24%  30% 39%  34%  20%  3)% 7% -
- Derivation
10. En. Derivational Awareness J35% 0 24%  28%  28%  33*% 8% 3% 5% 7% -
— Decomposition
11. Awareness of En. Compounds 6% 24*%  30*%  36* 36%  34%  35%  60* .54*% . 53% -
— Morpheme Identification
12. Awareness of En. Compounds J33% 0 20%  34%  42%  42%  35%  45%  60* .52% 58% .54% -
— Compound Word Decoding
Mean 1823 17.67 843 830 6.07 18.15 1388 867 8.62 875 1526 8.64
SD 416 3.35 1.52 334 203 470 496 433 522 369 3.17 18.73

6€
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Structural Equation Models of Morphological Awareness Development

The model was evaluated with several fit indices, including chi-square tests, the
root means square error of approximation (RMSEA), the comparative fit index (CFI) and
the Tucker-Lewis coefficient (TLI). A non-significant chi-square statistic usually means
good-fitting of a model to the collected data. However, due to its sensitivity to large
sample size, the chi-square statistic cannot be a solely reliable indicator to evaluate the
fitness of a model. Bollen (1989) suggested the normed chi-square (X*y; / dfyr), by which
a reasonable fit is indicated when the value is 2.0, 3.0 or even as high as 5.0. As a
Goodness-of-Fit index, RMSEA measures the error of approximation to the population
covariance matrix and favors simple models. A good model fit is suggested when the
RMSEA value is smaller than .05. A reasonable fit can also be accepted when the value
is less or equal to .08, but a poor fit model is identified when the value is larger than .10
(Bentler, 1999). While evaluating the incremental fit in the model, the values of CFI and
TLI which are greater than .90 and approaching 1 suggest a good fitting of the model
(Hu & Bentler, 1999; Tucker and Lewis, 1973). CFI has been found even more
appropriate to measure the fit of the model when the sample size is smaller (Rigdon,
1996).

Prior to the construction of the structural model, confirmatory factor analysis
(CFA) was used to test the measurement models of latent variables individually (e.g.,
Chinese M.A. and English M.A.). The indices from both CFAs (shown in Table 3)
indicate that the individual Chinese M.A. and English M.A. models fit the data well. As

assumed in the hypothesis, students’ verbal aptitude and Chinese M. A. should be
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predictive of the development of their English M.A. Consequently, a structural model
which connects the three latent variables was tested. The relevant indices of model
fitness suggest that the model did fit with the data well (see Table 3). Estimates of
standardized path coefficients and factor loadings in the structure model are given in
Figure 2. All tasks showed significantly high loadings (A > .65) to their related latent
variables. These high loadings suggested that the tasks reliably explain the proposed
latent variables: Verbal Aptitude, Chinese Morphological Awareness and English
Morphological Awareness.

As assumed in the hypothesis, the overall Chinese Morphological Awareness
significantly predicted the development of students’ English Morphological Awareness.
The path coefficient was .37, which suggests that every 1-point increase on the Chinese
Morphological Awareness scale may directly improve the student’s English
Morphological Awareness by .37 points. However, Taiwanese students’ verbal aptitude,
which was estimated through their verbal induction and verbal analogy abilities in
Chinese, was found predictive of their development of Chinese Morphological
Awareness directly (B =.70), as well as their English Morphological Awareness through

both direct and indirect paths (B =.51).
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Figure 2. The Structure Model of Morphological Awareness.
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Note. * means significance at the level of .001. * means significance at the level of .05. All values are in standardized forms.
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Table 3

Fit Indices of Measurement Models and Structure Model

Model X* (df) p CFI TLI RMSEA
Measurement model for Ch. M.A. 6.0 (4) 197 997 992 .042
Measurement model for En. MLA. 2.3 (3) 514 1.000 1.005 .000
Structural model 80.7 (48) .002 .982 970 .049
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Separate Predictive Ability from the Chinese Morphological Sub-Awareness
Though a direct prediction from the overall Chinese M.A. to the overall English
M.A. has been proved, the extent of how each awareness in Chinese (e.g., the awareness

of Chinese compound words) affects awareness in English counterparts needs to be
investigated. In Figure 2, excessively high coefficients (almost 1.00) from the
Derivational Awareness and the Awareness of Compounds in Chinese suggested their
potential multicollinearity. To avoid such a concern, separate path analyses were used to
explain how the Chinese Inflectional Awareness might contribute to the development of
each awareness in English, as did the Chinese Derivational Awareness and the
Awareness of Chinese Compounds. Relevant path coefficients and model fit indices of

these three models are presented in Figures 3, 4 and 5.
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Figure 3. The Path Model of the Chinese Inflectional Knowledge to the English Morphological Awareness Components.

Note. X (8, N=287) =436.3, p<.001, X?/df ratio = 54.54, RMSEA = .433, CF1 =.477, TLI = -.373. * means significance at the

level of .001. All values are in standardized forms.
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Figure 4. The Path Model of the Chinese Derivational Awareness to the English Morphological Awareness Components.

Note. X (12, N=287) =159.7, p<.001, X?/df ratio = 13.31, RMSEA =.207, CF1 = .858, TLI = .668. * means significance at the

level of .001. All values are in standardized forms.
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Figure 5. The Path Model of the Chinese Awareness of Compound Words to the English Morphological Awareness

Components.

Note. X (12, N=287) =95.6, p<.001, X?/df ratio = 7.97, RMSEA = .156, CFI = .913, TLI =.797. * means significance at the

level of .001. All values are in standardized forms.
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English Morpheme Detecting Ability

The English Awareness of Compounds — Compound Word Decoding was
constructed to learn whether Chinese speakers decode English words with a morpheme
detecting ability they already developed in their native language. There were 10 test
items associated with each type of word (e.g., real/pseudo- derivational words,
real/pseudo- compound words); consequently, with 287 participants, there were 2,870
responses for each type of word, and 11,480 responses in total. Among them, 5,376
(47.83%) responses were correctly answered, which means that the participants reported:
a) the real words as REAL words and also gave them appropriate translations, or b) the
pseudo-words as PSEUDO-words. In terms of word types, the accuracy rates were
61.15% for real compound words, 42.13% for real derivational words, 40.35% for
compound pseudo-words, and 43.69% for pseudo-derivational words. The especially
high accuracy rates on real compound words indicated that Taiwanese students’
familiarity with this type of word may be attributed to their long term exposure to
morphologically complex characters and words in Chinese.

Besides the correct responses mentioned above, there were 5,125 (44.64%)
responses misidentified that also lacked any verbal translation (i.e., the participants
reported pseudo-words as real words, but gave no translations). Neither the correctly
answered nor the misidentified responses offered the means for knowing if students
possessed a decoding ability in English. Consequently, by excluding the correctly
answered and misidentified responses, the remaining 979 (8.53%) responses students

determined to be real or uncertain words, but about which gave inaccurate verbal
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translations, provided the targets for the subsequent error analysis. Among these
inaccurate translations, the most common word type was compound pseudo-words
(32.07%), followed by real derivational words (27.17%), pseudo-derivational words
(25.84%), and real compound words (14.91%).

After conducting the error analysis, five categories of students’ morpheme-
detecting ability in inaccurate translations emerged. In the first category, Detecting
Partial Morphemes, the participants might only detect the partial morpheme “angry” and

=

then only write “4f 5@ [sheng1qi4] angry, while facing a pseudo-word such as
UNANGRY. In the category of Detecting All the Morphemes, they might detect every
morpheme within a verbal translation, but combine these individual meanings in a way
uncommon to the spoken language (e.g., they wrote “FfH] 45" [fang2jian] cha2] room
tea for ROOMTEA). The verbal translations in the third category, Mis-recognizing the
Phonologically- and Orthographically-alike Morphemes showed that students were
misled by similarly spelled words. For example, they might write “E%%¢” [haidke4]
hacker for HIKER, a situation in which “hacker” sounded like “hiker.” Or they might
write “[BEfifTEl” [mo2shudshil] magician for MUSICIAN, resulting from the similar
spellings of “magician” and “musician.” As for the last two categories, students wrote
associated translations (e.g., they wrote “24Z£1” [duolyun2de] cloudy for WINDY) in
the category of Reporting Associated Meanings, or they wrote totally unrelated

meanings (e.g., they wrote “/b#%” [shal fal] sofa for OFFICING) in the category of

Reporting Unrelated Meanings.
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Over all, when Chinese speakers read English words, the category of Detecting
All the Morphemes (43.11%) was the most frequently used decoding pattern. It was also
common to decode words in ways like Detecting Partial Morphemes (26.66%),
Misrecognizing the Phonologically- and Orthographically-alike Morphemes (14.10%),
and Reporting Associated Meanings (12.77%). Very few responses were found in the
category of Reporting Unrelated Meanings (3.37%).

The Development of English M.A. Awareness by Grades

Now that we found that students’ Chinese M.A. and Verbal Ability contributed
to the development of their English M.A., the next research question was to explore if
such transferring effects differed by grades. Separate analyses on each grade level were
used to discover the variations in path coefficients from pooled models. The models for
the 7™ graders, the gt graders, and the gth graders are shown in Figures 6, 7, and 8§,
respectively. Factor loadings from measurements were moderate to high across these
three separate models (.53 <A <.98), and the model-data fit indices (i.e., RMSEA, CFL,
TLI) showed the data from each grade level in middle school fitted to the model

adequately.
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Figure 6. The Structure Model of the 7" Graders’ Morphological Awareness.

Note. X (48, N=99) =49.3, p=.422, X?/df ratio = 1.027, RMSEA =.016, CFI1=.998, TLI = .997.. * means significance at the

level of .001. All values are in standardized forms.
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Figure 7. The Structure Model of the 8" Graders’ Morphological Awareness.

Note. X (48, N=96) = 87.6, p<.001, X?/df ratio = 1.83, RMSEA =.016, CFI =.938, TLI =.914. * means significance at the

level of .001 and ® means significance at the level of .01. All values are in standardized forms.
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Figure 8. The Structure Model of the 9™ Graders” Morphological Awareness.

Note. X (48, N=92) = 58.3, p=.148, X?/df ratio = 1.21, RMSEA =.048, CFI = .973, TLI = .981. * means significance at the

level of .001 and * means significance at the level of .05. All values are in standardized forms.
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In order to test the invariance (equality) across these three groups, a multi-group
analysis of structural invariance was conducted. According to Byrne (2004), models with
different parameters constrained were entered one by one, for finding out what
measurements or latent variables were moderated by grade levels. The first step was to
establish a baseline model, which could be served as the reference model for the
following comparisons. Secondly, all the parameters in the models of any two groups
from these three grades were constrained. A sharing set of X*, d.f. value, and goodness-
of-fit indices was generated. Among them, the X* with its d.f. value was compared to the
ones from the base-line model. An insignificant X* difference would suggest that
students’ performances on these parameters be invariant. On the contrary, if the
difference was significant, it would be necessary to investigate which parameters caused
the inequality between two graders. The results of the multi-group analysis were

presented in Table 4.



Table 4

The Goodness-of-fit Statistics for Testing the Invariance of Transferring Effects between Grade Levels

Entry Model description Groups X’ df. p- RMSEA TLI CFI Rival AX* Adf. Significance
value model
1  Baseline model (Model 7:‘, 8™ 1950 144 .003  .035 .953 .97l
1) 9'
2 Factor loadings, factor 7th, 8th, 222.3 158 .001 .038 946 .963 1 273 14 p<.05
variances, and gth
covariances constrained
equal
3 Hypothesized model 7% 8™ 1367 96 004 047 946 .967
(Model 1A)
4 Factor loadings, factor 7th, 8" 1559 108 .002 .048 944 961 1A 19.2 12 ns

variances, and
covariances constrained

equal
5  Hypothesized Model g™ o™ 1457 96 .001  .053 929 .956
(Model 1B)
6 Factor loadings, factor g™ o™ 171.8 108 .000 .056 919 944 1B 26.1 12 ns

variances, and
covariances constrained

equal
7 Hypothesized Model 7%0™ 1075 96 198 025 986 .990
(Model 1C)
8  Factor loadings, 7" 0™ 131.8 108 .064  .028 975 980 IC 243 12 p<.05

variances, and
covariances invariant
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Table 4 (Continued)

Entry Model description

Groups

X2

df. p-

value

RMSEA TLI

CFI1

Rival
model

AX?

Ad.f.

Significance

9

10

11

12

13

14

Factor loading from
V.A. constrained
equal (Model 2)
Model 2 with Factor
loading from Ch. Inf.
constrained equal
Model 2 with factor
loading on Ch. Der.
constrained equal
(Model 3)

Model 3 with the
coefficient on the path
of Ch. Der. to Ch.
M.A. constrained
equal

Model 3 with factor
loadings on Ch. Com.
constrained equal
(Model 4)

Model 4 with factor
loadings on En. Inf.
constrained equal
(Model 5)

7th’ 9th

7th’ 9th

7th’ 9th

7th’ 9th

7th’ 9th

7th’ 9th

110.7

114.7

114.8

118.9

116.1

117.0

97 .16l

98 .119

99 132

100 .096

100 .130

101 .131

027

.030

.029

.032

.029

.029

984

980

982

978

982

982

.988

985

986

984

.986

.986

2

3.2

7.2

7.3

11.4

8.6

9.5

ns

p<.05

ns

p<.05

ns

ns

99



Table 4 (Continued)

Entry

Model description

Groups

X2

d.f.

p_

value

RMSEA TLI

CFI1

Rival
model

AX?

Ad.f.

Significance

15

16

17

18

19

20

Model 5 with factor
loadings on En. Der.
constrained equal
(Model 6)

Model 6 with factor
loadings on En. Com.
constrained equal
(Model 7)

Model 7 with the
coefficient of the path
from En. Com. to En.
M.A. constrained equal
Model 7 with the
coefficient from V.A.
to Ch. M.A.
constrained equal
Model 7 with the
coefficient from V.A.
to En. M.A.
constrained equal
Model 7 with
coefficient on the path
from Ch. M.A. to En.
M.A. constrained equal

7th’ 9th

7th’ 9th

7th’ 9th

7th’ 9th

7th’ 9th

7th’ 9th

117.6

118.2

124.9

126.2

128.2

128.8

102

103

104

105

106

197

139

146

.080

078

.070

074

028

028

.033

.033

.033

.033

982

983

977

977

976

977

986

987

982

982

981

981

5

10.1

10.7

17.4

18.7

20.7

21.3

10

11

ns

ns

p<.05

p<.05

p<.05

p<.05

LS
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The results showed that students from different grade levels indeed performed
differently on the development of their M.A., but only between grade levels with two
years apart. Entry 1 and 2 indicated the potential variances among three graders, and
entry 7 and 8 validated such variances were originated from the 7" and 9™ graders.
Briefly speaking, these two groups showed different extent of the development on
certain individual M.A. (i.e., Chinese Inflectional measurement, Chinese Derivational
Awareness, the Awareness of English Compound Words) as well as the inter-
relationships among the three hierarchical M.A. (i.e., Verbal Aptitude to Chinese M.A.
and English M.A. respectively, Chinese M.A. to English M.A.). With the information
from Table 1, the 9™ graders statistically outperformed the 7" graders, in terms of the
development of previously-mentioned M.A.

Moderation Effects

The number of years of English instruction and the size of the district could be
potential factors impacting the development of Taiwanese students’ English M.A. The
students’ reports of when they began their English instruction are presented as
percentages in Figure 6, and with means and SD values in Table 5. The data was
analyzed with a 3 (Current Grade Levels: 7™, 8", and 9"™) x (Starting Grades of English
Instruction: 1%, 2™, 3™, and 4™) one-way ANOVA. A major interaction effect was found
between students’ current grade levels and the grades they reported when they began
their formal English instruction at primary school, F[1, 286] = 25.931, p<.001. A post
hoc comparison indicated that for English instruction, the 9™ graders (M = 2.58, SD =

.10) started late as compared to the 8" graders (M = 1.86, SD =.09) and the 7™ graders
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(M = 1.68, SD =.09), but no significant difference was found between the 8" graders
and the 7™ graders. That is, among the participants, the 7™ and 8™ graders reported that
they began their formal English education earlier than the 9" graders, when these three
groups were all at the primary school level. However, unequal variances were found
while checking if students from the capital cities or other smaller cities also began their
formal English education at different ages. Such a result regarding the starting age of
students’ formal English instruction should be attributed to the onset of educational

policy, and not to regional disparity.
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Figure 9.

The Acutal Distribution of the Starting Grades and Their Corresponding Numbers of

Learning Years by Different Grade Levels and Districts.

60



Table 5
The Means (SDs) of Students’ Starting Grades and Starting Ages in Enlish Learning

School Districts M (SD) of Starting Grade M (SD) of Starting Age
Taipei
7™ graders 1.37 (.73) 6.63 (1.78)
8™ graders 1.57 (.73) 6.76 (1.69)
9th graders 2.50 (.78) 6.43 (2.47)
Mean 1.77 ( .88) 6.62 (1.97)
Taichung
7™ graders 1.81 (.97) 6.56 (1.77)
gt graders 1.85(.95) 7.22 (1.28)
9™ graders 2.57 (.82) 7.57 (2.22)
Mean 2.08 (.97) 7.10 (1.85)
Taoyuang
70 graders 1.88 (.87) 6.91 (1.80)
8™ graders 2.19 (.90) 7.19 (1.62)
9™ graders 2.66 (1.23) 7.03 (2.38)
Mean 2.24 (1.05) 7.04 (1.94)
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The structural model, as shown in Figure 2, was constructed for the purpose of
explaining the cognitive development of Taiwanese students’ morphological awareness.
However, since English instruction is offered as a foreign language in Taiwan, the
quantity and quality of English learning may differ according to students’ social and
economic status. Consequently, the school districts they attended and the length of
English instruction were added as moderators into the structural model. Considering the
inconsistent starting ages from formal or informal education, the length in years of the
participants’ English education were calculated in three ways: 1) the length of formal
English instruction in middle school (M.S.), 2) the length of formal English instruction
in elementary school (E.S.), and 3) the length of informal English education prior to the
starting grade of their formal English instruction (P.E.) (see Table 4). Furthermore,
gender and age may also moderate the development of students’ Chinese and English
M.A. respectively in this study. Since middle-school students at same grade levels were
approximately same aged in Taiwan, the moderator MS replaced age in the model. As a
result, totally five moderators were set up as parameters moderating the development of

the Taiwanese Chinese M.A. and English M.A., as shown in Figure 10.
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Figure 10. The Moderation Effects on the Structure Model of Morphological Awareness (Moderational Model).
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Table 6

The Goodness-of-fit Statistics for Testing the Moderating Effects on the Development of English M.A.

Entry Model description X* df. p- RMSEA TLI CFI AX Ad.f.  Significance
value

1 Baseline model 208.8 111  .000 .055 929 948
Measurement Model for 22.4 13 .049 .050 970 .986
Ch. M.A.
Measurement Model for 84.2 33 .000 .074 902 941
En. M.A.

2 Factor loadings from 209.0 112 .000 .055 930 949 0.2 1 ns
gender to Ch. M.A.
constrained 0

3 Factor loadings from 210.0 112  .055 .062 929 .948 1.2 1 ns
gender to En. M.A.
constrained 0

4  Factor loadings from 2152 112 .000 .063 926 946 6.4 1 p<.05
school to En. M.A.
constrained 0

5 Factor loadings from M.S.  211.3 112 .000 .056 928 948 25 1 ns
to Ch. M.A. constrained 0

6 Factor loadings from M.S.  221.5 112 .000 .058 921 942 127 1 p<.001
to En. M.A. constrained 0

7 Factor loadings from E.S. 2104 112 .000 .055 929 948 1.6 1 ns
to En. M.A. constrained 0

8 Factor loadings from P.E. 2223 112 .000 .059 920 942 135 1 p<.001

to En. M. A. constrained 0

9
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The analysis of moderating effects evaluated how students’ background and
regional disparity may influence their development of English M.A. These variables and
their factor loadings were displayed in Figure 10. However, further comparisons of
models where a parameter was constrained to 0 and where it was freed were needed for
knowing the effectiveness of the parameter in the model. A significant X difference
would suggest the complex model where the parameter should be included into the
model (Kline, 2005). According to the model-fit-indices, the Chinese M.A. and English
M.A. measurement models which included moderating variables showed good and
reasonable fit to the data, respectively. As shown in Table 6, the significant X* difference
between the baseline model (X* = 208.8, df = 111) to the model with M.S. constrained
(X*=221.5, df = 112) and to the model P.E. constrained (X* = 222.3, df = 112) showed
that freeing these two paths increased the model fit. In other words, the length of English
instruction in middle school (M.S.) [A = .27, p<.001] and prior to the 1% grade (P.E.) [A =
.23, p<.001] were found effectively contributive to students’ development of English
M.A. (p<.001). One other variable (i.e., school) was suspected as possible factors
(p<.05). Yet, the results indicated that the length of English instruction in elementary
school brought no impacts to development of English M.A.

While checking the changes on other parameters, the loadings or the coefficients
in the moderation model remained consistent in both the base-line model (see Figure 2)
and the moderational model (see Figure 10). By virtue of these stable path coefficients,
the structural model provided a robust explanation for the development of Taiwanese

students’ morphological awareness.



66

CHAPTER V
DISCUSSION
The most important finding of this study was its confirmation that Taiwanese

students’ possession of a Chinese M.A. facilitates their pursuit of an English M.A.,
despite the significant differences in orthography between these two languages. Most
previous studies discussed students’ M.A. pursuits in Chinese and English by observing
monolingual children’s acquisition of morphological knowledge in their native language
(Carlisle, 2000; Wu, Anderson, Li, Wu, Li, Zhang, Zheng, Zhu, Shu, & Jiang, 2009), or
by comparing monolingual groups from each language simultaneously (Ku & Anderson,
2003; McBride-Chang & Robert, 2002). Other studies explored how linguistic features
in different languages impact ESL students’ English M. A. development (Koda, 2000;
McBride-Chang, Cho, Liu, Wagner, Shu, Zhou, Cheuk, & Muse, 2005). The current
study proposes a Chinese-to-English M. A. development model based on the previous
findings regarding M.A. developments in native language acquisition and English as a
second language acquisition. Though a different M.A. system is believed necessary
when Chinese students endeavor to learn English (Wang, et al., 2003), this study
suggests a different result — Taiwanese students’ Chinese M. A. system is predictive of
the pursuit of their English M.A. The results of overlapping M.A. systems suggest that
teachers in Taiwan take advantage of what their students possess from their first

language acquisition when scaffolding their students’ English vocabulary.
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Morphological Awareness Transfer
Generally speaking, the morphological awareness transfer from Chinese to

English was observed among middle school students in Taiwan in this study. However,
students at different grade levels, especially while comparing the 7t graders and the oth
graders, performed differently with regards to Chinese inflectional awareness, the degree
of how Chinese Derivational Awareness contributed to Chinese M.A. and how English
Awareness of Compound Words to English M.A. They also showed their transferring of
knowledge from the Chinese M.A. to the English M. A. and from Verbal Aptitude to the
Chinese M.A. and the English M.A. in different degrees.
Chinese inflectional awareness

Chinese speakers rely less on their inflectional awareness or inflectional clues in
texts, as their overall Chinese M.A. matured. Either the low reliability of the task (a=.52)
or the non-inflected and tenseless nature of Chinese (Lin, 2003; 2006; Smith and
Erbaugh, 2005) might be possible factors. However, the concern regarding low
reliability should be minimal since the correlations between the inflectional task and
other Chinese tasks were still within the average range (.27 <r <.54). In that sense, only
the distinctive nature of Chinese inflectional morphology can explain the low internal
consistency of the participants’ performances on the given task.

First, the feature of the “non-inflected” in Chinese language may train Chinese

speakers to decode or compose inflectionally- or derivationally-derived words
differently from the speakers of Indo-European languages do. That is, when making

inflectionally or derivationally conceptualized words, Chinese speakers directly attach
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grammatical affixes and word-forming affixes to the stem morpheme, as they do when
forming character strings, instead of posing potential modifications to the stem
morphemes.

Second, it has been a controversial issue in the past regarding whether or not the
Chinese use tenses (or related morphemes and concepts) as English speakers do. Li and
Thompson (2003) claimed that the Chinese language is unmarked for tense, and only
temporal adverbs (e.g., FEK [zuo2tian1] yesterday) and aspectual markers (e.g., 7%
[guo4] (an experiential suffix)) are used in sentences to denote temporal references. On
the contrary, more and more subsequent researchers have claimed that temporal
references in Chinese are determined by sentential elements (e.g., verbal semantics or
world knowledge) (Lin (2003; 2006) and discourse contexts (Wu et al., 2009). In other
words, Chinese speakers do not necessarily need to spot specific inflectional morphemes
in sentences; instead, they detect the inflectional information from these contexts.
However, regardless of whether Chinese is marked for tense, inflectional awareness in
Chinese might not be understood in the same sense as its counterpart in English.

The Morphological Awareness Transfer from Chinese to English

Positive correlations were found among the development of students’ Verbal
Aptitude, Chinese M.A., and English M. A. In other words, the study found a trend that
the better a learner’s L1, the better his L2 would be. Such a positive correlation indicates
that the level of a learner’s L1 may determine how mature his L2 was. The
interdependence of the M.A. development in L1 and L2 seems like a natural learning

process, in which Chinese learners of English facilitate their English M.A. development
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by transferring L1 linguistic knowledge (Cummins, 1977, 1979). Language learners’
progress on L2 can even be expedited after they reach a threshold level of proficiency in
their L1 (Cummins, 1979). However, even the 9" graders in this study, who had better
Chinese language ability, did not demonstrate drastic improvements as compared to the
7™ graders.

Students with different levels of L1 ability, in fact, demonstrated transferring
patterns intra-lingually and inter-lingually. They were found becoming more
independent of Chinese inflectional awareness as their grade level increased, which was
especially true in comparing the 7™ and 9™ graders. Their reliance on Chinese M.A., on
the contrary, was augmented while developing the counterpart one in English. This
meant that elder students could improve their English M.A. by continuously
strengthening their Chinese M.A. Considering the previous findings regarding Chinese
learners’ decreasing engagement of their L1 during their English acquisition (Su, 2001),
the study concludes that elder students become more adept at applying their already-
developed cognitive learning strategies and knowledge (i.e., M.A.) but less prone to
engage their L1 linguistic knowledge to avoid linguistic interferences.

Further examinations of each individual Chinese sub-awareness and their
relationship to the English M. A. illustrate that only the model of the Chinese Awareness
of Compound Words to the English M.A. showed a good fit to the data. The results
support the assumption that Chinese speakers, who are native in a language that has
abundant and complex compound words, not only develop a good sense of compounds

words (i.e., a morpheme-detecting ability or a meaning-compounding ability) but also
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are able to use such words as strategies for reading English words. As for the transfer of
inflectional awareness, Jarvis and Pavlenko (2008) concluded that the transfer of bound
morphemes usually occurred between languages which are lexically and
morphologically related, based on previous research. Unsurprisingly, the non-
inflectional feature and rare inflectional-conceptualized morphemes in Chinese were
found not to be beneficial to the development of the English M. A.

As a higher-ordered verbal ability, Chinese students’ verbal aptitude (i.e.,
induction and analogy) was assumed to dominate the development of their
morphological awareness in L1 and L2, especially when their general M.A. in L1 is
predictive of the one in L2. Yet the results of this study confirmed the association
between verbal aptitude and the M.A. in L1 and L2, but only to a low extent. In further
examinations of the grade level differences, a late benefit from the higher-ordered verbal
ability to the English M.A. was also observed. A reasonable explanation would be that
middle school students in Taiwan are still in the beginning stage of their M. A.
development in L2, and thus in a state where they were still memorizing whatever they
have learned from class, but seldom had the opportunity to engage their responsive or
analogical thinking.

English Morpheme Detecting Ability

As previously mentioned, Chinese-speaking students applied strategies
developed from how they read Chinese characters or words when they decoded English
words, which was especially true on the words they learned in class. This result was

explained by their high accuracy rate on real compound words, as well as the greater
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number of translations on pseudo-compound words which were composed of high
frequency morphemes. Furthermore, it was not surprising to see that students
excessively reported unknown words as pseudo-words or as uncertain words, without
attempting a translation, especially for the words or morphemes that were not in the
curriculum. These limited intention or ability to detect morphemes within a word could
be accounted for by EFL learners’ over-relying on words they had already acquired, a
lack of confidence for trying to understand new words, or a lack of relevant instructions
regarding morpheme detecting and combining strategies.

Although a limited ability to detect morphemes was observed, the morphemes in
a certain number of unfamiliar words (approximately 10%) were still detected,
recognized, or even associated. Approximately 43% of the inaccurate translations
showed students’ ability to detect all morphemes, and 26% showed an ability to detect
partial morphemes. Approximately 43% and 26% of the inaccurate translations showed
students’ ability to detect all of the morphemes and partial morphemes, respectively. The
portion of mis-identifying morphemes to similar morphemes (14%) also indicated
students’ ability to detect the morphemes inside words, whereas in most cases the
morphemes were simply mistakenly or carelessly identified. These results imply that
some Chinese-speaking students indeed transfer the morpheme-detecting ability they
developed in L1, and go forward to make smart guesses on unfamiliar English words.
Given that instructions on detecting and reading morphemes are not common at the
middle school level in Taiwan, identifying familiar morphemes in unfamiliar English

words seemed to be a natural and intuitive response in the process of cross-linguistic
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transfer. As a result, for Chinese-speaking students, providing systematic instruction on
reading morphemes in English words should not absorb too much class time, but it can
greatly help students to increase their vocabulary.

The pattern of mis-identifying morphemes to similar spelled or concept related
morphemes was another interesting finding regarding EFL students’ learning behaviors.
Such skills might be attributed to the lack of proper orthographic instruction. For EFL
students who do not have reading problems with their L1u , the linguistic distance from
their L1 background (Hamada and Koda, 2008; Koda, 2000; Wang, et al., 2003) or a
lack of quality vocabulary instruction could account for their poor decoding behaviors in
L2. Some explicit vocabulary instruction, like training on phonemes, was found useful
for improving Chinese-speaking students’ sensitivity to the phonological distinctions and
orthographic rules in English (Cheung, 1999). For avoiding the recalling of words with
associated concepts, teaching vocabulary in context will not only familiarize students
with word usage, but also develop their strategies to make inferences regarding unknown
words in the future (Beck and McKeown, 1991; Beck, McKeown & Kucan, 2002;
McKeown, 1985; Nagy, Anderson & Herman, 1987; Sternberg, 1987; Stahl &
Fairbanks, 1986).

Regional Differences in the Development of the English M.A.

The regional disparity of educational resources was reflected not only in the rate
of high school students entering college, but also in the score distributions of the English
General Scholastic Ability Test, which is the entrance exam for colleges. More high

school graduates from urban areas enter into national universities than do those from
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rural areas, and they have higher scores on English exams (Council for Economic
Planning and Development, 2006). By comparing students’ performances on English
reading exams, Huang (2005) found that students who were in urban areas, whose
parents had better educational backgrounds, or who spent more time on Chinese or
English reading, had a better overall English reading ability.

The students who participated in this study, basically speaking, were the first
group of the educational policy onset; English instruction was initiated prior to the 3™
grade. Due to the resource imbalance and policy difference experienced by the various
regions, students of similar ages may receive different lengths of formal English
instruction. From the survey results in this study, some students in Taipei were found to
receive three more years of English in elementary school than some from Taoyuang and
Taichung. However, does the earlier onset of English instruction really improve English
ability? The answer is positive as far as the development of morphological awareness is
concerned, but some exceptions are discussed in the following paragraph.

It is interesting to see that students who began their informal English instruction
earlier or who were older at the middle school level possessed a high English M.A., but
not those who began their formal English instruction earlier at the elementary school
level. It makes sense that the more years a Chinese-speaking student receives English
instruction, the higher the English M. A. she may have. Yet a positive correlation
between the length of formal English instruction at the elementary school level and the
development of the English M.A. was not clear. The current curriculum at the

elementary school level might be the major factor. The curriculum in elementary school
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is aimed at developing students’ basic English communication ability, so it focuses on
improving their listening and speaking skills. The enhancement of reading and writing
skills become the curriculum focus only as late as at the middle school level
(Department of Elementary Education, 2008). This kind of curriculum arrangement may

also explain the late cross-linguistic M.A. transfer, which was mentioned previously.
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CHAPTER VI
CONCLUSION

For the cross-linguistic influence, Oldin (1989) said that “transfer can occur in all
linguistic subsystem” (p.23). The middle school students were found to be able to
transfer their Chinese M. A., especially their morpheme-detecting abilities developed
from reading Chinese compound words, to their English M.A. The older the students
were, the more likely the cognitive learning strategies they developed from their L1
would be transferred to facilitate their L2 acquisition. Long term exposure to English
indeed can function as a cornerstone in the development of the English M.A., but the
curriculum also determines whether the English M.A. is scaffolded or not.

Since the present study showed that the Chinese M.A. is beneficial to the
development of the English M.A., English teachers should take advantage of what their
students bring into the classroom — their M.A. which has been developing in Chinese for
a longer time. Previous research found morphological instruction beneficial to the
development of the Chinese M.A. (Shu and Anderson, 1997) and the English M.A.
(Carlisle, 2003; Nunes et. al., 2003). Based on the cross-linguistic transfer findings in
this study, instructions regarding radicals within the Chinese characters offered at the
primary school level are believed to build up students’ word decoding ability in Chinese,
and then indirectly facilitate their word decoding in English. It will be more effective if
middle school English teachers provide explicit morphemic and orthographic instruction,
such as instructions on affixes and inferential strategies, for helping students to develop

their English morpheme detecting and decoding abilities. This will affect students’



76

learning by transitioning their pre-developed morpheme-detecting ability in Chinese to
their developing abilities in English.

An early starting age was found crucial to the development of the English M.A.,
but not the starting age of formal English education. Considering the current English
curriculum that emphasizes students’ listening and speaking abilities, teachers in primary
school can prepare their students for the challenges of extensive vocabulary learning in
middle and high school by increasing their sight vocabulary through story reading and
conversations. Morphological awareness effects may not be observed among beginning
readers, but these effects will later boost students’ vocabulary and their reading
development, reciprocally (Kuo and Anderson, 2006; Wu, et al., 2009).

Suggestions for Future Studies

This study provides an overall understanding of how the development of
Taiwanese students’ Chinese M.A. and English M. A. respectively as well the internal
transfer from their Chinese M.A. to their English M.A. However, more research on
Chinese inflectional concepts, such as temporal relations, is needed to fully understand
how Chinese speakers encode relevant information in their speech. It can also be
implemented to help those who learn Chinese as a foreign language. Further analyses of
students’ spelling performances on derivational words or compound words can shed
some light on how they organize morphemes and combine morphemes into words in
Chinese and English. Lastly, this study was only an exploratory study for the length of

English instruction. There are still many factors to consider, such as curriculum or the
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hours of English instruction, needed to be considered for the development of Taiwanese

students’ English acquisition.
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SRS AE TR
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A HZE - SEIRIB AR EHABEERY -

]

EACARE SE R -

Bl - GG LE B TS -

L HERE SRSB4 BEHE -

2R —TOEEES R > TR AT AE FIG?

3. fthsH FK > BRI EREME A > AP T

4 FUBRES P 0 RIE SRy

SEIEMEZ TR ?

0

5. EALE  HERM W A G = BB BN -

6. IR MIFEESNE - i A8

9 -

7. RS TE SR L REVENY) - A AR AT A -

8. M AL A ATl HAEAHY & I0AE -

9. M TAF > B EEmBh BERFEHEMEER -

10. ZHSRAYOIFEPRYE - ARSIV > ks A e

11 FIfERTELHEEAR - IRAEILAZ BRI A=

12. FIBEMFEREAERT > M5 e - EIEAEAT

13 A PEARRS 7 BASEETR R SR — A {RFETE |

BRI T - ISR SRR

» T REHITR LR R B HIARTS -
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B.3HZE - IR AR - REIERF OB S R - A TR e -

B = Of) - FHEE _EIATZERCZE PEGHRVENE - EC /AR SE B /Ny e 1T §l
& FHIEBELNERESIRER -

1 BO-WEREEIAM R RER > BEZAPO TR R E BRI REREHY BEM MAESRA
%o B TR EE LAY -

2. (5) — AHIIRHEE - FHETHYEEIH " HENRAEZEGEER |

3.(H) - fERESEDVFRH > G BEEFEFRNOA > EE R G R EENE
R -

4. OL) - EHNEEYEE _ WEET) - EZ RN A (s RER -

5. (BB) K EAERTT - #AFEF IR > e ] R—PRBRAVES _ fEHER -

6. (R) - BUNEBIRHEDE WA ZEMTHIAZMURAHEST -

7. (B) — AJHAYAHE » AR KGR = RIE - wig HARER > ERLERTERZEA

BIRE - BEFENINZRHEMNL - BAETEHTE -

8. CWE) — e BRI EACE - B A TR HE A T-1% R

9. (3H) — FESE B RARIREE Z B - B SR B A R I B A R AT S LT S b ey A P
 RBE TR -
10. (&) - BN EERE - A EEEESE - —CgiRA S -
11 ({8) - IR ARR A WE? IRA SRS ER P PG h AR - A A3
FH?
12. (%) — 4 HVERE > B T BYZENE - BEEATRRE > FEENE EHE

EAKEZ | -
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13. (851) - {EB T EHE AV - CEEREE TEUT - 118~ YEAFELE
R e ﬁ

14. (&) - % L TREEAKE - HrKEETH% - BEALTE

15. (8) - R NHEEANEEEYNY - FrLUE R pREER T O 2 F 455 A Y SEAT
SR ©
16. (Bi%2) —HE MRS BIFAHSA KR e BEIIR My - (HEEEEL 5 Hh3H

SRR RR R A -

17. (f8) — B o0 Ry » WUR R P YA B B B MR IS S e it
RSB °

18. (Rb) —EatA s (HEREAEIHY
19. (%) - BARMEHERITRE T ERER T &R
20. () - N AFEIERIVIEL - REREEHR ST RAFEEEES -

21. () ~K ISR AFTRN __ BUIEKIL - oA RA T i g —
X

22. () —HRES A A - BB PR ey BB IR G HHIEERIR

23. (B - EE AFEE GRS WEARSG S
24. (%) — EFEBMHEIKS - M iEEE AR R - SR O EIEE -
25. (5<ah) — M EISREIRHEE - ORI A Ry A 18 SEE T

26. (#8) - FHiER ML > HEEER AR S
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C. 8% | - A AT BIERERAYEE / Ja 4 - FE bR E 5 - AHAvHTE - S50RERENE

(s FTHEIRYF -
B = AN FIATEAREL 12 - /NI SCREEERCRE SRR AR NI A A E AR YRR R
Al > > sk

CER:ILREEE ¥ 22 B3 AR 2 URIFE - M F2E WA - Ut
RE RS 28 Fy K © )

1. EBRERE AN - BERREENR © 2
2. B B R ORYE R e H A& 7 HY Eis
3. EhbHr SRRy - RERRIE AR - RS ARBEAER - >

4 ERHTAGEE > T (EfR AT B & Bk BER AR - >

ll

5. ZOCREISHE > vl EREEEE WK RGHES - BT EREEAEN - 2

6. BIAEE AR - ST LR Y ISR B g E A CIR AR A RE R - >

7. BEEFACHE R > VAR SR E A (CRE o SR A e A 2 [E] (5 A | - >

8. HE R EE A FHMEER MV EE » EHFIINAEEENE AR EEEM

9. M SCRASE HE B RS - NEEEA G - >

10. NEFEPFREEE T - TEHBLAHE - ZEAVE ° >

y 3

‘ﬂ]lﬁ
i
il

11 AR TIEME - R SRR 22 M M R R A E R - >
12. BRI S A R PR RIADKRAER & - >

13. FIH—ERERMEE T WA - KRG ZRIZHY LRI © >



14. BURF I BB s & E it

15, SERAEPR B e L HI B R

16. IIHHI N SRIERESI L

17. N > P FRATEE

18. Wt EE 1M > B
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GRAH > ERRAEVERSEA - >

R > 3SR T AR A G TR -

FolEts - ERCERIRIHNE - SEE BN AT

s E AT E K>

R > A EEEE B E e b

19. i EUTEL E RS RE - g o AEPEPEL Tt - >

20. BOBAER  BUMES

HIE R P EEHESHIHEBBER - >

21 R E PRS- RO Ok T RA IR E RIS L -

>

2. GIEEH TP RNFIRE IR FIACE - AkrE e iR EATREY - >

23. FBFCHER TR » BHE ANER B B B S B R AT LAY LR

24, fEIRIE 911 LT 8&ch »

AL T B ARG R o (HEELE H AT RS TR %

B e ARSI - >

25 FERENTRT - EEGTHIGE > ERGIERIERAERE - >

26. EEAEHRATE B Z REIGET - SEREBEE T — ST FENE EHE R

R >
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D. 487 I - S5 A prR AV &R, - S FF SRS AR & -

B = FeMIRA = - KIGIERETHIE R H U ARBTG5 - KIS1Er & 5 _H

_E e
L BB EETNRRTE - BEE IR L PFRonEs B e
2. HMME—UIRTaRETTE > B PR WMTEBEERETEEEUR - _ -

3. FATREIN A TSR LOEIRES By B AT FE A R

4. FAMHEER Ry 817 M E—FETR__ -
5. AT EEREEAA - K A0 BN AT EEA AT - K HIA -

6. T TRHUEAE R —5 > By 7 HHE H BV ERAY e mhBt - R BREE” 5 A PR AZ IR
[F—77 - [EAISERER H AV a B Ry e - By

7. JATREE A SREAEREVEE > B A RO ESEY) AN — 2 R

8. KM AEH CASEIIAEY) > BBER  BRMAPETEHCEHIAEY - &

9. I E— M ANAVIRISSAEREY) WUl RE AP E— A EA AR RN
S >

10. AT L L - e ANARDE > By “EREl” AP OE > —HEBEAS
HIFT BB R A ARG > By

11, FAPTFEREPEGE A/ IR KA - By “F507 5 AR IFE ST s B MG 1|
BKER
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12. TGS B <2/ © AT RIS R ER R

13. PR & BVE » Ry Dma” s AP Taserae -

14. FeffEiEsg EAOB THMER - & R © AR M RE LR TEAVER > Ky

15, FAPTRRE A 18 A\ 20— B A\ — e AR Bl s A0 - By e 5 AR — A B A0 -

6. WAMTERI AL - B “RE” BIMMEAANECEERE -

17. TFIETERTE At > MR8 H CRPUERE ARy St BN B3PI —HRLAE
B BRI > BT EMMT R . B -

18. ?ﬂzﬁﬁfﬁﬁ?ﬁf@ﬁﬁbﬁﬁéﬁ CIEFEFHSREIIIA - Ry “BRDE” 5 BB 2B beRE O E By

19. TP By T HEIIREZ A5 Pnts - MM EMATT RR EE” AR BN E
Tt R BT ECE R T R Ry

20. BPTREISAIRAEL B VUSRS ARSI SR FLRTE s
BH A EIEER

21 FAPIREEB IR E T th By 208 AR B E it > R ALk Bk Sty ==
e - Ry

22. WM — @R B K R RFIEARES > —ghE—giei o &

23. WM ETHIFA AN > B “BE” IRMIERENFTAEA - B



97

24 T —EEEIA > K “FE” R LE A B

25. BPITEHERAE RN > Ry BN 5 AP E LA TRIT Ry - BRI Y
N

26. MBI —EARISE - BISRFVENE RS BRI E RS & T AN
= a0 R "



APPENDIX E

ENGLISH INFLECTIONAL AWARENESS TASK

98



99

POLEEReRE ST IR

AHZE - IRIBAIE - SRS - BeBEEE(b - HAZER -

1. (Nathan) - The book on the table belongs to Nathan. Whose book is it? It is

2. (cry) — My little sister a lot last night.

3. (short) — My younger brother is than me.
4. (happy) — Nina is the girl in her class.

5. (book) — I have to read 5 for my test.

6. (taste) - This apple terrible. It is too sour.

7. (work) - Scott is a businessman. He left home at 8:00 and arrived home at 11:00. He has

for 15 hours today.

8. (travel) - My parents like to twice a year. They have been to most places in

America and Asia.

9. (interest) — Harry Potter is an book to read.

10. (child) - Our teacher has 1 son and 2 daughters. All of her are older than us.

11. (want) — He a toy car for his birthday gift.

12. (press) - Don’t the button, or the bell will ring.

13. (confuse) - I feel when I read something I don’t know, but my teacher always can

answer the questions I have.

14. (tooth) — It is good to brush every morning and night.
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15. (cook) — Dad dinner last night.

16. (see) — They their math teacher in department stores yesterday.
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B. HZERE 11 - SE RN > SUEE (b0 L& E B EAZER -

5] = (write) — The writer of the book is very famous.
1. (farm) — My uncle is a JF

2. (friend) — She has a smile.

3. (care) — Be when you walk across the street.

4. (sun) —1Itis outside; let’s play baseball.

5. (danger) — 1t is to ride bicycles in the dark.

6. (report) — She wants to be a

7. (tire) — After studying all day, I feel

8. (bake) — They want to buy some bread from the

9. (happy) — They lose their game, so they are

10. (teach) — He was a very good ¥
11. (rain) — In Taiwan, May is in season.
12. (succeed) — My father is a businessman.

13. (meet) — Do you want to call back later? Mr. Black is at

14. (real) — It is late. I need to go.

15. (fun)—Ttisa movie; I laughed a lot.
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C. Sz I - SFRHRIERT > feE S B LB (E ) SEAZER

5 : (visitor) — I like to __ visit my grandparents in Chinese New Year.

1. (driver) — Children are too young to ¥

2. (runner) — She can very fast. *

3. (American) — My parents plan to go to in August.

4. (surprised) — What a . Thank you so much for the birthday gift.
5. (fifth) — The boy counted from one to ¥

6. (entrance) — Students into the classrooms after their teacher.

7. (impolite) —He is a person; he always smiles to everyone.

8. (noisy) — I cannot fall asleep because that is too loud.

9. (safety) —Itis a place for you to stay.

10. (peaceful) — People seek for love and

11. (hanger) — You can your clothes here.

12. (feeling) — Don’t sad. We can do it next time.

13. (disappear) — When my mom knows that I won the game, a smile (s) on her face.
14. (discussion) — Let’s where we eat tonight.

15. (traditional) — Red envelops are part of Chinese in New Year’s Eve.
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D. BB E - TIHA 20 415 - WIRIREEREE —Er 2 e ss —(E= 0T oRAY -
WFEMEF 2 H R > 55k NO -

ik YES -

Example :

10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

. help

pen

hand

card

too

after

doll

know

man

use

cent

bed

fact

wind

business

let

stand

class

work

eight

for

eighteen

foreign
helpful
penny
handsome
postcard
tooth
afternoon
dollar
knowledge
many
useful
center
bedroom
factory

windy

businessman

letter

understand

classmate

homework

YES NO

YES NO

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO
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20. come become YES NO
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E. BEE & B8 - D THEY - AU REENT - FLUEmivEy  ALgir -

L IRARERERE R Y - FERFS5E Yes, AT TERFER - ARIRAHEEEE
BrER > 2RG  (RTLUEEE - B MRESEE TR TOEE -

2. MRAR B EIEZ S EP R (e —MAVFSOEF R A - AR BIRAEEE[E R
T 2R > 5k No.

3. MRFRISME [T - 5k PS.

3] 1a. afternoon m T No PS

{5l 1b. blackout [Yes i 9 No PS

5] 2. floodwater Yes ? @ PS

5] 3. usualnice Yes No

1. breakfast Yes No PS

2. tooth brush Yes No PS

3. colormark Yes No PS

4. finally Yes No PS

5. unangry Yes No PS

6, writer song Yes No PS

7. wantable Yes No PS

8. housework Yes No PS

9. disappear Yes No PS
10. officing Yes No PS
11. lakefish Yes No PS
12. roomtea Yes No PS
13. everyone Yes No PS

14. married Yes No PS




15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

31.

32.

33.

34.

35.

36.

bell door
waitress
playground
newspend
centerless
unfestival
headache
sidewalk
brainhard
non-regular
raincoat
visitor
musician
neckorder
unwise
healther
cell phone
climbing
antilaw
hiker
windy

heartful

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS

PS
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37.painting
38. freshmade
39. tellor

40. bookshelf

Yes

Yes

Yes

Yes

PS

PS

PS

PS
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THE BACKGROUND SURVEY OF STUDENT’S ENGLISH LEARNING
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HEERENER
SEYGERRNRN - BARERN—[HRNZREACHE MAEIEE ERVRIR
&
TA RIESIRFIIRE? 3k _ FER
B. EAEHEBRaR RV FEEEEE 2 ()

Acp

ohfERE O mEEEL B HAM GERRIH)

b

2. ERAERE NEHIRE5 - ERRORAE SRR BAA EIRERERAY ?
—Hg S ZHER S ZER
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