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THESIS SUMMARY

Our PhD study focuses on the role of aspectual imguik expressing simultaneity of events in
Tunisian Arabic as a first language, French assh fanguage, as well as in French as a second
language by Tunisian learners at different acqarsa stages. We examine how the explicit
markers of on-goingnesg:’id and <«n train de in Tunisian Arabic and in French respectively
are used to express this temporal relation, in @&gitipn with the simple forms, the prefixed
verb form in Tunisian Arabic and thésent de I'indicatiin French. We use a complex verbal
task of retelling simultaneous events sharing aerval on the time axis based on eight videos
presenting two situations happening in paralleloTypes of simultaneity are exploited: perfect
simultaneity (when the two situations are pardibebach other) and inclusion (one situation is
framed by the second one). Our informants in Frearahin Tunisian Arabic have two profiles,
highly educated and low educated speakers. We ghatvthe participants’ response to the
retelling task varies according to their profilasad so does their use of the on-goingness devices
in the expression of simultaneity. The differenobserved between the two profile groups are
explained by the degree to which the speakers Haveloped a habit of responding to tasks.
This is a skill typically acquired during schooling/e notice overall that the use @éd:’id as
well as of en train de is less frequent in the data than the use of timplsi forms. However,
ga’id as well as en train de are employed to play discursive roles that go bdytre
proposition level. We postulate that despite thareth features between Tunisian Arabic and
French regarding marking the concept of on-goingneamely the presence of explicit lexical,
not fully grammaticalised markers competing wittest non-marked forms, the way they are
used in the discourse of simultaneous events sktaas differences. We explain thagn<train
de» plays a more contrastive role thga:’id and its use in discourssbeys a stricter rule. In
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cases of the inclusion type of simultaneity, iis®d to construe the ‘framing’ event that encloses
the second event. In construing perfectly simult@oeis events, and when botbn«rain de
and présent de l'indicatifare used, the proposition witlerk train de generally precedes the
proposition withprésent de l'indicatifand not the other way arourgh:id obeys, but to a less
strict rule as it can be used interchangeably whih simple form regardless of the order of
propositions. The contrastive analysis of Frenchalntl L2 reveals learners’ deviations from
natives’ use of on-goingness devices. They gewserale use of en train de and apply
different rules to the interaction of the differemiarked and unmarked forms in discourse.
Learners do not master its role in discourse evesdaanced stages of acquisition despite its
possible emergence around the basic and interneedaieties. We conclude that the native
speakers’ use ofex train de involves mastering its role at the macro-structieneel. This
feature, not explicitly available to learners i tinput, might persistently present a challenge to
L2 acquisition of the periphrasis.
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ARABIC TRANSCRIPTION CONVENTIONS

Aston University

llustration removed for copyright restrictions
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Table 2. Arabic transcription conventions of vowels

Aston University

lustration removed for copyright restrictions

Source http://semtalk.talkbank.org/arabictranscription.htm
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LIST OF ABBREVIATIONS AND SYMBOLS

& Indicates that affixes merge with the root of thiord
O Zero element

- Is used when affixes and the root do not merge

AQ No change

Asit Change of situation of the video
Asit+form Change of situation and form
0S 0-State lexical content

1S 1-State lexical content

2S 2-State lexical content

A.high Advanced high stage

A.Low Advanced low stage

A.Med Advanced medium stage

Adv Adverbial

AP Active participle

AUX Auxiliary

BAC Baccalaureate, A-level equivalent
Bas.V Basic variety
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BF
CA

DOC

E1l

E2

ESF

Fem

FIN

FLA

FrL1

FrL2

FUT

GER

Hab
H-educated
High-Near-N
Ich

Imp

INC

Base form
Classical Arabic
Direct object complement
First event
Second event

European Science Foundation
Feminine
Finiteness
First language acquisition
French as a first language
French as a second language
Future tense
Gérondif
Habitual

Highly educated

High to near-native stage
Inchoative
Imperfective

Index of narrative complexity
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INF

Int.V

Ite

L.V

L1

L2

L-educated

M

Masc

MS

MSA

NEG

No spec

Nonprg

P1

P2

PAR

Pct

Per

Infinitive
Intermediate stage
lterative
Learner variety
First language
Second language

Low educated
Marked form

Masculine
Main structure
Modern Standard Arabic
Negation

No specification devices
Non progressive

First protagonist
Second protagonist
Particle

Perfect

Perfective

-20-



PM Preverbal marker

PP1 First person plural

Pr Proposition

PRG Progressive marker

Prg Progressive

Plmar Proposition with the marked form

Pro Prospective

Plunmar Proposition with the unmarked form

PS1 First person singular

PS2 Second person singular

PS3F Third person singular feminine

PS3M Third person singular masculine

PV Prefixed verb form

S1 First situation

S2 Second situation

SAL spoken Arabic language

Sb1l Sub-event related to Situation 1 of the video
Sbh2 Sub-event related to Situation 2 of the video
Sim Simultaneity
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Sity
SLA
Spec
SS
SV
TAL1
TAM
TL
TSit
TT
TTR

TU

Unc
VO

VOCD

First situation related in the retelling
Second language acquisition
Specification devices

Side structures

Suffixed verb form
Tunisian Arabic as a first language
Tense, aspect and modality
Target language

Time of the situation

Topic time

Type / token ratio

Time of the utterance

Unmarked form

Unclear aspectual value

Verbless clause

Vocabulary diversity parameter
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INTRODUCTION

Simultaneity is the partial or total temporal oegxlof events (Acsu-Ko¢ & von Stutterheim
1994; Broccias 2008). From conceptualisation tdaksation, this temporal relation presents a

number of complexities to the observer as welbaké speaker.

It is a very well known fact, in physics at ledastat simultaneity of events depends on the frame
of reference from which the events are observednifler 2006; Levitinet al 2000).
Furthermore, in order to speak about two eventshithppen at the same time, it is inevitable to
verbalise them one after the other, which is paxaadd unless the related events are summarised
in one proposition, which means that a differentspective is taken on events. The difficulty
therefore is to make sure the interlocutor undadgaand interprets those related events as
simultaneous and not sequential, as it is the ttefie@aning of two adjacent propositions in the
absence of any marker indicating otherwise (Ber&&lobin 1994a; Klein 1994). One way to
achieve that is to pick the appropriate linguistevices from the available ones in the language
to link the two events in order to convey theiratgn of simultaneity. In this respect, different
languages can have different means of expressimgitsineity. Another possibility is to leave it

to interpretation from the extra-linguistic shaketbwledge (Schmiedtova 2004).

To illustrate, imagine one who observes two peaple public park, for example a boy playing
football and a girl eating ice cream and the obsewishes to relate the events. He / she can
simply say, “They are enjoying themselves”, repnéisg the two events conceptualised with
just one proposition. This utterance though convélygugh extra-linguistic pragmatic
knowledge that the two people are having fun atstirae time, does not give details about what
each person is doing. It merely gives an apprexiatf what is going on in that park at a certain
reference time. If the speaker chooses otherwismstrue each of the events relating them as
simultaneous, he or she has to do so uttering vewet @fter the other. In addition, he or she has
to choose how to mark the relation of simultanddgtween the two events <boy playing

football> and <girl eating ice cream> either exitliycor implicitly.
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The choices we are talking about are part of tlexzgss of solving a “complex verbal task”
(Klein & Perdue 1997; Klein & von Stutterheim 2008)s argued by Perdue (1997), very little
in our verbal productions is not perspective-drivea., does not emanate from a particular

choice. Perdue (1997) says in the paper he presantesponse to Harriet Jisa:

« Harriet Jisa conclut en posant la question : qtres qui ne releve pas
de la perspective ? La réponse est certainemerégs«freu», et cela
concerne les contraintes grammaticales absoiues.

In order to solve the verbal task of relating sitanéous events and give his / her “version” of
the situations “observed” in the visual world, #pmeaker takes a particular perspective. He /she
has a number of options within his / her reachludiog linguistic options and personal
preferences, but also at least four constraintgicesg those options (von Stutterheiet al
2009, p.196). The first constraint is related te ffarticular cultural and social habits of the
community the speaker belongs to. The second @nstironcerns the properties of the language
used to complete the verbal task. Among the canssdraf the language are the ways in which it
expresses the fundamental categories of tensespedta The third constraint is the nature of the
communicative task itself. The fourth and last ¢aist type is to do with the level of

proficiency of the speaker, which limits the wag,/l'she has access to the language options.

In this PhD project, we focus on the temporal pectipes taken by speakers to go about the
verbal task of retelling simultaneous events. Camgbdo the relation of sequentiality, which
was privileged in the studies of the narrative disse (e.g., Hopper 1979; Labov 2003; Labov &
Waletsky 2003; Noyau 1990; Noyau 2002; Nowdtal 2005), little research has been devoted
to the relation of simultaneity. Prominent excepsi@re Acsu-Kog¢ & von Stutterheim (1994) for
German and Turkish, Leclercq (2007; 2008; 2009) Eoglish L2, Schmiedtova (2004) for
German and English learners of Czech. Some otlueliest considered particular markers of
simultaneity, such as Broccias (2008) and Silva®{)9vho studiedas and while-clauses in

English.

What is of particular interest to us is the attestale of aspect, namely the expression of on-

goingness in expressing the relation of simultgnéd.g., Leclercq 2007; 2008; 2009 and
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Schmiedtova 2004). In fact, simultaneous contexggér the use of the progressive marken «
train de» according to the study of Leclercq (2007). Inifidd, Schmiedtova (2004) observes in
her research that aspect is fundamental in markimgltaneity in Czech for instance, and that

overall, speakers of English and Czech use diftélaspectual styles” to express simultaneity.

Comparing two typologically different languagesniaian Arabic and French, we focus on the
role of aspectual marking, namely the role of usiiyices expressing on-goingness in the
expression of simultaneity of events in Tunisiaral#ic as a first language (L1) and French L1.
We also examine the productions, on the same tdskynisian learners of French as a second

language (L2) at different acquisitional stages.

The shortage, or rather absence, of empirical resaan the temporality of Tunisian Arabic is
noteworthy. However, the descriptions of the tiad&l grammars of written Arabic (considered
conventionally as one entity) and Semitic languagsswell as some studies of other Arabic
languages show us that we have at hand an asp&tgabge. This means that the predicate in
Arabic primarily expresses aspectual distinction® can intuitively confirm this assumption.
However, based on oral productions we gatheredyilide able to give more insights into the
temporal system of Tunisian Arabic, and more imgualtyy provide an accurate understanding of

how Tunisian native speakers express on-goingness.

French, on the other hand, morphologically marksemense distinctions than aspectual ones.
We are therefore tempted to compare these tworeiffdanguages and see if aspect will be used
to express simultaneity. Due to the supposed diffees in expressing temporal relations

between the two languages, namely aspectual expnmesse question whether the use of

aspectual expression will be different between tihe languages. We are also curious to
investigate if, and how learners use aspect toesgpsimultaneity.

Given the recent interest in the expression of @ngness in French, a few studies have already

! Temporal relations refer in this project to th@mssion of time in language in general.
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demonstrated that modern French has a periphrasisrain de>, which competes witprésent

de l'indicatif in progressive contexts (Borillo 2005; Lachaux 200eclercq 2007; Mortier 2005;
2008; Pusch 2003; 2005). When it comes to Tunisiabic, however, we can only rely on the
very limited study of Cuvalay (1991) at this stagenisian native speakers have a pre-verbal
markerqga:’id used with a prefixed verb form to convey on-goeggs Our comparison intends
therefore to verify whether this common feature ldotesult in similar behaviours of the

speakers of each language on the same verbal task.
The objective of our research is threefold:

(i) Our first objective is to examine the most fneqtly used devices for expressing on-goingness

in Tunisian Arabic and in French establishing thecsficities and contexts of their use.

(i) Secondly, we plan to investigate how on-goiegs devices in each L1 are used to express

simultaneity of two events.

(i) Thirdly and finally, within an acquisitiongberspective, we are interested in looking at how
Tunisian learners of L2 French use on-goingnesscdsvin the target language to express
simultaneity. We will do so cross-sectionally, exaimg different learner profiles in various

varieties.

In order to achieve our objectives, we use a coxypéebal task of retelling simultaneous events
sharing an interval on the time axis. Two typesiofultaneity are exploited: perfect simultaneity
(when the two situations are parallel to each Qthed inclusion (where one situation is framed
by the second one). We hope to test whether diftaygpes of simultaneity would elicit different

uses of aspectual marking.

Our informants in French and in Tunisian Arabivéawo profiles, highly educated and low

educated speakers.
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To summarise, our project investigates the temppeabpectives under which the speakers
present simultaneous events in discourse in TAUlL1Fand FrL2 by Tunisian learners. It
focuses on the use of on-goingness devices in &sipige two types of simultaneity, perfect
simultaneity and inclusion. With this backgrounhistresearch looks at the different choices
made by native speakers of two typologically ddéfgr languages regarding expressing on-
goingness to mark simultaneity. We diversify thioimants’ sample in each language group to
include speakers with different profiles. Througlr evestigation of the complex verbal task of
relating simultaneous events, we will be able todgtthe impact of some constraints as
highlighted by von Stutterheirat al. (2009, p.196) as susceptible to control the paEtses
taken by our informants. Specifically, we will bbl@to study whether native productions will
differ due to the different L-educated and H-ededatpeaker profiles and how this will affect
the aspectual specificities of the language used.WM also be able to examine whether the
specificities of Tunisian Arabic and French willsudt in differences in native speakers’
productions in the two groups. We will also be ablénvestigate whether the specificities of the
learners’ mother language (Tunisian Arabic) wifieat the way they complete the verbal task in

L2 French and also the way they use aspectual nteangpress this temporal relation.

1. Research questions

To summarise, this project specifically attemptptovide considered answers to the following

guestions:

(1) How is on-goingness expressed in Tunisian Arand in French native speech? This will
also consider what are the different aspectual erar&vailable in each language? What are their
specificities and contexts of use? And does thecathnal background of informants in the

respective L1s affect the way they complete thk?as

(2) What is the role of on-goingness devices indgkpression of each type of simultaneity? In
addition, what is the role of simultaneity in theeuof the different devices in Tunisian Arabic

L1, French L1 and in French L2 by Tunisian learflers

(3) Does the L1 of Tunisian learners of FrL2 inflae the way they use aspectual marking in
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retelling simultaneous situations in L27?

(4) How are the on-goingness devices structurethéndiscourse of simultaneous events, in

Tunisian Arabic L1, French L1 and in French L2?

2. Overview of the PhD thesis

This PhD study is divided into two major parts aach part is composed of a number of
chapters. Part 1 deals with the key concepts thatished our thinking and inspired our research

guestions. Part 2 is about the actual researcmdtiodology and the results.
Part 1

In Part 1, we present all the key concepts relevanbur investigation of the relation of

simultaneity and its expression in discourse. Tioeee we define this temporal relation at the
outset of Chapter 1. Then, we review the main rebean simultaneity in the narrative discourse
in Chapter 2. In Chapter 3, we focus on the roleagifect as a marker of simultaneity in
discourse. In Chapter 4, we introduce the concépearner variety and we review the main

research into the learner varieties and acquisitistages, which will constitute our framework
in deciding about our learners’ profiles. In Chapteve narrow down the scope of this review of
the literature to focus on the main findings ofessh on the expression of on-goingness in
Tunisian Arabic and in French. We naturally givedpl attention to presenting the expression

of temporality in Tunisian Arabic, which is virtdalstill unknown.

Before moving to the second part of the thesis,rovend up the main issues discussed in the
theoretical background, remind the reader of ogeaech questions, elaborating on them with
more specific enquiries, and we highlight our citniion to the investigation of aspect in native

language and in language acquisition.

Our second part is devoted to the project. It stavith a presentation of the research
methodology, presenting the fieldwork and procediirgata elicitation and gathering in Chapter

1. In Chapter 2, we present all the data analygsils tselected and adopted to serve the purposes
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of this study. The whole chapter 3 is devoted ®opresentation of our findings. We first present
the quantitative analyses, and then we focus oflitgtiee analyses of on-goingness devices
more at the proposition then at the discourse ldueChapter 4, we discuss our findings in the
light of the results of other studies. Finally,Ghapter 5, we present our general conclusions and

discuss the imitations of this work, suggesting rmeenues for future research.
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PART 1. THEORETICAL BACKGROUND
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Introduction

This theoretical part aims at giving a detailedroiev of the literature relevant to our study,
namely, the literature on how speakers go abouatingl events in a discourse. For this, we
appeal to the research findings based on the HedProject (Carroll & Lambert 2003; Carroll
& von Stutterheim 2003; Leclercq 2007; Schmid 208#h Stutterheim 2003; von Stutterheim &
Carroll 2006; von Stutterheim & Klein 2002; von ®&uheim & Nuse 2003; von Stutterhegh

al. 2002). We review therefore the options and comdgapeakers are faced with in general, as

well as the literature on the relation of simulténand its expression in discourse, in particular.

In the first chapter of this theoretical overviewe define the concept of simultaneity and its
expression in language (Acsu-Ko¢ & von Stutterhel®94; Chia 2002; Jammer 2006;
Schmiedtova 2004), lingering on temporal expressidanguage and the categories of tense and
aspect, which are highly related to the concepsiwiultaneity (Jammer 2006; Leclercq 2007;
Leclercq 2008; Leclercqg 2009; Schmiedtova 2004).

In the second chapter, we deal with the relatiosiofultaneity as it is expressed in the wider
context of discourse, namely in narrative discouBg discourse, we mean the oral texts
generated as a response to a given or underlyiegtign. We review the state of the art of
narrative as well as its structure (Hopper 197%dwa2003; Labov & Waletsky 2003; von
Stutterheim & Klein 1989; von Stutterheim & Klei@@2; von Stutterheirat al. 2009).

In the third chapter, we narrow down our reviewdous on the role of aspectual perspective in
the expression of the relation of simultaneity iscdurse. We begin the chapter by explaining
the role of aspect in structuring the narrativedisse in general and we finish by reviewing the
main research findings on the role of aspectuaspeative in expressing simultaneity. In the
fourth chapter, we further narrow down the scop¢hefprevious one to pay particular attention
to progressive marking and its role in expressimgukaneity, as was showed by Leclercq
(2007) for example. We close the chapter with gmosition of how on-goingness is marked in

the languages we are investigating - first Tunigaabic, then French.
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We devote the fifth chapter to the expression ofuianeity in learner varieties. We start our
chapter by defining what a second language leasjeand reviewing the different learner
varieties (Bartning 1997; Bartning 2009; Bartnir@)9Q; Bartning & Schlyter 2004; Bhardweij

al. 1988; Dietrichet al 1995; Klein 2005; Klein & Perdue 1992; 1997; Labek Myles 2009;
Perdue 1993a; 1993b; Véronique 2000; 2009). We theus the review on the main research
findings on the expression of simultaneity by Larteers, mainly those of the studies of Acsu-
Koc¢ & von Stutterheim (1994); Leclercq (2007; 20@2809) and Schmiedtova (2004).
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CHAPTER 1. THE RELATION OF SIMULTANEITY
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1.1. What is simultaneity?

Simultaneity is a temporal relation (Acsu-Ko¢ & vBtutterheim 1994; Schmiedtovéa 2004), one
of the three possible relations that can hold betwtevo situatiorfs In fact, one situation can be
anterior to, subsequent to, or simultaneous witbtreer situation. The concept of temporal
simultaneity (hencefort®im raises a number of problems in cognitive sciengkgsics, and in
philosophy. One of those problems is associatepetoeption as Levitiret al (2000, p.323)
argue:

«An unsolved problem in cognitive science conceles perception of
simultaneous events, particularly when the inforamatmpinging on the
sensory receptors comes from two different sensoogdalities. For
example, an event in the external world may gige to both visual and
auditory signals that may or may not be receiveith@isensory receptors
of a human or a machine at the same time. »
Whitrow (1961, p.75), in Jammer (2006, p.20), peiott that the fact that we can be aware that

two situations can happen successively presupploaethey can happen simultaneously:

«Our conscious appreciation of the fact that orenefollows another is

of a different kind from our awareness of eitheervseparately. If two

events are to be represented as occurring in ssioogsthen—

paradoxically— they must also be thought of sirmétzusly.»
When the two situations happen in a perceptiblyeshapace, the observer can see without any
difficulty that the two situations are simultaneolibe notion of a shared space is therefore very
informative to the perception ddim Actually, as reported by Jammer (2006, pp.8-Bg t
original meaning of the term ‘simultaneity’ encompas space. The term dates back to the

interpretation of:

2 The term situation is used in the research of Atsg & Christiane Von Stutterheim (1994) to meaneaent, a
process or a state. The difference between the thre temporal one: an event or a process areotathpbounded,
whereas a state is temporally unbounded (Acsu-Ko@#& Stutterheim 1994; Herweg 1991, p.977). Asiit be
defined later, we use the terms SITUATION and EVBNThean different entities at different levelseaperience.
Situationsare related to the external world, whereasntsare their conceptual representations (von Stugterl&
Nise 2003).

-44-



«(...) an Egyptian hieroglyph transliterated bgwhi and interpreted as a
“term that denotes the simultaneity of events.” the well-known
Egyptologist Eberhard Otto showed, however, thgimal meaning of
this term was not a temporal but rather a spagialtion denoting “local
proximity or neighborhood.»
The perception oBimrelation becomes more problematic when the twasiins do not happen

in the same spatial context; i.e. in a “distantudtameity”.

«One of the major problems debated by philosopbé&iscience in our

time is the controversial question of whether tlmmoept of distant

simultaneity denotes something factual, empiricédigtable, or at least

unambiguously definable, or whether it refers tarehean object of a

convention, that is to an arbitrary stipulationheit any factual content,

as to which events are to be called simultanequsmmer 2006, p.18).
Of course, the answer to the problem pointed onbisimple. It is also beyond our scope. What
is obvious from what is said above however is tth@ concept of time is fundamental to
understandingSim The concept encompasses not only spatiality =a gemporality.Sim is
indeed of great importance to the concept of tiaseit is well attested in the theories of modern

physics. For example, Jammer (2006, p.5) repodts th

«The notion of time, as Einstein demonstrated iA5]9resupposes a

definition of simultaneity, it is clear that, indkethe importance of the

concept of simultaneity for kinematics, and therefdor physics in

general, can hardly be exaggerated.»
Jammer (2006, pp.4-5) further argues after Reichem{1928, 1958) that not only temporal
measurements but also spatial measurements depetiet motion ofSim To explain this, he

guotes Reichenbach when he says,

«The length of a moving line-segment is the disgtarmetween
simultaneous positions of its endpoints. »
Simis also a basic component of the different refetiove express in a language: Indeed,
languages express three types of temporal reldtipndetween (a) the time for which a claim is
made about an evenfropic Time(TT) (Klein 1994) — and (b) the moment at which speak;

Time of the Utteranc€l'U). These three possible relationships are pieree, subsequence and
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simultaneity. The three relations between TT and édplained below result in what we are
familiar with calling past future and presentrespectively. We further develop the temporal

relations below in 1.3.1.1.

In this study, we define simultaneity of externairld situations according to Acsu-Ko¢ & Von
Stutterheim (1994) as any type of overlapping betwivo situations sharing a value on the time

axis. They state:

«Two events, processes or states are simultanttheyishare one value

on the time axis. Their boundaries need not comeigAcsu-Kog¢ & von

Stutterheim 1994, p.397).
Simof two events in discourse is the linguistic resgr@ation of the conceptual representation of
Simof two situations. Therefore,%imrelation holds between two events, if they araied on
the time axis and if they share the same or pagitoftion Time (TSit) and the Topic Time (TT)

parameters.

«The time intervals referred to, [TSit and TT], aiher identical or

overlap. » (Acsu-Kog & von Stutterheim 1994, p.400)
This means that the relation may not necessariphjimperfect overlap of both events and perfect
coincidence of their boundaries. The variationyipes of overlap is partly due to the types of
situations perceived as simultaneous, and to thkiting together in the language. Accordingly,
the definition that we adopt implies that we camehenany possible types &m This is what
we explore in section 1.2. However, here we esthldiear definitions of the terms ‘situation’
and ‘event’. We insist in accordance with von S&tdteim & Nuse (2003) that we distinguish

between three levels of experience:
a) The external world,

b) The speaker’s partial conceptual representaifoime external world. This representation is

dynamic and can be reorganised at any time, and

c) Linguistic representations.
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The three levels make the definitionsiuationandeventclear. In fact,

(a) Situations take place in the external worldodm study it is the term we use to talk about the
two simultaneous situations shown in our visuamsti to the informants (see methodology
section in part two).

(b) Events are the conceptual representation wéditsiins, as the definition below confirms:

«An event is a self-contained segment in a conegépépresentation of a
network of interrelated situations, conceptualised a time-substance
relation. The substance constituting an event iaradterised by the
features DYNAMIC and POTENTIALLY BOUNDED» (von
Stutterheim & NUse 2003, p.854).
(c) Linguistic representation of an event is what access from the speaker’s conceptual

representation of an event through production.

It follows from these definitions that there are nygpossible cognitive representations of a
particular situation as an event. In turn, there mrany options for representing an event
linguistically (von Stutterheim et al. 2003; voruérheim et al. 2009). In the following section,

we focus on the different possible typesSoh

1.2. Types of simultaneity

As stated earlier, according to our definition, awerlap of two situations is a type 8fm

Consequently, there exists a multitude Sim types. Comrie (1985, pp.5-6) describes three
possible types of overlapping: a) two situationgezdhe same time stretch, b) one occurs wholly
within the second; which can also be called indasor c) part of the first situation is also part

of the time stretch of the second situation whilether part is not.
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He describes the three types as follows:

«(...) Situations D and E overlap, so do F and @& also H and |,
although the precise natures of the overlaps amewadat different (D
and E cover exactly the same time stretch; F ocshidly within G; part
of the time stretch of H is also part of the tinketh of I, while there is
also part of the time stretch of H that is not erf). »

Comrie's (1985) three types (a, b, c) discussedvealvoould be called respectively ‘total
simultaneity’, ‘inclusion’ and ‘initial boundary’ni Schmiedtova's (2004) framework. She adds
two other possibilities, ‘final boundary’ and ‘oVap’. The five categories are listed below (we

repeat Schmiedtova's (2004, p.10) examples tdridlitesthe different types she identifies:
Total simultaneity, e.g.:

(1) Maria walked through the door. At the same matmidans looked up.
Simultaneity — overlap, e.g.:

(2) While Hans studied in Berlin, Maria was workimgltaly.

Simultaneity — inclusion, e.qg.:

(3) Maria was reading a book. Hans came into tbenro

Simultaneity — final boundary, e.g.:

(4) Maria will wait until Hans has finished cooking

Simultaneity — initial boundary, e.g.:

(5) Just as Peter was coming into the room, Magabéo open the window.

As the examples show, the devices used to exfieskighly determine th&imtype identified.

In fact, two situations that are described usirentttal devices in the discourse are perceived to

share the same time interval from their beginnmtheir end. One possible way is to uphold the

aspectual marking for both of them (e.g., the us¢he perfective in 1). Two simultaneous

situations can also share a span of time onlyhis tase, the shared time interval does not
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coincide with the TSit of both situations. Inde¢aking the i' situation as a reference, the
overlap can happen in the beginning of its TSit,the middle, or the end, thus focusing
respectively on ‘initial boundary’, ‘an internal gée’ and ‘final boundary’. What characterises
the examples given for the three types is the ashtretween the aspectual values used for each
of the simultaneous situations. In addition, otkeplicit devices are used which convey the type
of Simexpressed: The vetb finishin (4) focalises on the final boundary of the ewshereas

«to begin te in (5) focuses on its initial boundary.

Schmiedtova's (2004) taxonomy gives a valuablglisnto the categorisation &mrelations.
Furthermore, her description 8imtypes represents a detailed account of all passibériaps.
We are not sure however that we need a separagocgtcalled ‘overlap’. We repeat example 2

and we schematise below tB8entype for convenience

R . While Hans studied in Berlin, Maria was

working in Italy.

Firstly, the namedverlap is ambiguous as any of the otH&imtypes is also a case of overlap,
as our definition ofSim suggests. Second, nothing shows that the situatitans studied in
Berlin> is not included in TSit of Maria was working in Italy. In other terms, the

interpretation oSimtype as an ‘inclusion’ type @imis possible.

In order to avoid such a problem, we oppose instudy two broad types &im First, we have
the type of totaSimthat we call ‘perfect simultaneity’ where two sitions happen in parallel
from their start to their end; and the ‘inclusidgpe, i.e., when a situation with its boundaries
happens simultaneously with another one that stefisre it and that finishes after it. Our two
Simtypes are chosen to serve our investigation ofdhe of aspect in expressii@m Indeed,
we would like to test the following hypothesis gatward by Leclercq (2007) that the use of
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aspect to marimis not affected by the type 8im

«Les criteres« emboitemend ou parallélisme ne semblent donc pas

étre déterminants en francais pour susciter I'emploi«ga train de

(Leclercg 2007, p.291)
In fact, regardless of the type 8fim speakers would use the aspectual contrast of forms in their
retellings. We look deeper at this issue later on in the analysis. For now, we presentSian two

types in Table 3 |( and-| represent left and right boundaries of situations)

Table 3. Types of simultaneity in this project

Aston University

lustration removed for copyright restrictions

The two types oSimdescribed in Table 3 can operate on the time axis at three possible levels
(Acsu-Kog & von Stutterheim 1994):

1. Time axis of eventswhich concerns the simultaneous situations to which language relates.

2. Time axis of discoursevhich denotes how a speaker reports / descBbas language. The

level of discourse concerns the way speakers talk about those simultaneous situations and prest
them in discourse. Either they can present them as following the “real time structure” or as
deviating from it; which constitutes an introduction of a “subjective perspective on the events”
(Acsu-Kog & von Stutterheim 1994, p.398); and

3. Time axis of perceptiorthat is a crucial one since it is what shapes our contact with
simultaneous situations in what we call the ‘real’ world. In fact, perception shapes whether or not
we can observe &im relation of situations, regardless of whether they are physically

simultaneous or not. The renowned illustration of the importance of this levelSsntinelation
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of the two events of thunder and lightning. Withdbe theoretical knowledge about them

happening simultaneously, the two situations akensimultaneous to human perception.

Considering the connection of the three levelSiofiexplained above, our investigation’s focus
is on the expression &imin language. We are therefore aware that thelévsl Simof events
on the time axis) is not a condition to the expmrs®f Sim Two situations can indeed be
sequential but speakers may choose to express dselmappening in parallel depending upon
their perspective. Furthermore, we need a largéegbiof investigation and discourse, since the
reference oSimcan be expressed in utterances that are not conisg Indeed, Acsu-Kog¢ & von
Stutterheim (1994, p.401) point out that

« (...) Simultaneity in narrative discourse need$¢oanalysed beyond
adjacent pairs of utterances, taking into accounwider discourse
context. »

We concentrate in the following section on theet#ht devices for expressiSgn

1.3. Expression of simultaneity in language: Focusn time reference

Investigating howSim is expressed in language can be tricky. In facgimrelation can be
overtly expressed by linguistic devices, or notregped at all. In the latter condition, tBen
relation can in some cases still be understoodimmther cases, ambiguous. We illustrate with

the following example a case of explicitly expresSamn
(6) When we entered the house, our mother wamtatin the phone.
The second example below taken from Schmiedtov84(2p.25) shows th&imis implicitly

expressed and its understanding relies on “extig4lstic”, pragmatic knowledge.

(7) A string trio was performing last night. Janayed cello, Peter played violin, and
Jake played viola.

The following example taken from Labov & Waletsk3003, p.91), illustrates an ambiguous

case of implicitly expressesim

(8) Martin Cassidy's mother give him some moneytalh'him to go get a bushel of
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peaches.

In fact the two utterances are linked with the damatorand. As the authors argued, the two
events can possibly be interpreted as happeningjtsineously given the semantics of the verbs

give andtell.

Schmiedtova (2004) distinguishes betwesplicit and implicit devices of expressingim
Implicit devices are not observable, but only ustyd through pragmatic interpretation. Acsu-
Ko¢ & Von Stutterheim (1994, p.395) explain thapkoit marking of Sim goes hand in hand

with a complex temporal structure. They state:

«Simultaneity (...) is usually not expressed oyesthen deictically

anchored. Explicit reference to the simultaneitiatren is rather typical

of complex temporal structure in discourse. » (AK®g & von

Stutterheim 1994, p.395).
Among the devices available in languages to exp8ss the most straightforward ones are
adverbials, e.gin parallel, at the same timawhile...etc. Some studies like Acsu-Kog¢ & Von
Stutterheim (1994); Leclercq (2007) and Schmied{@@®4) attest the role of aspectual marking

in Simexpression.

We focus in this research on the role of aspecbmveyingSimof events. Therefore, we now
follow with with an introduction of tense and aspelhese domains are highly relevant to an
investigation of Sim as Acsu-Ko¢ & von Stutterheim (1994) point outcusing on the

expression of on-goingness in the task of reteliingultaneous situations.

To describe an event, speakers can present it -geing or completed. For this, they have a
multitude of options available to them in languaBart of the perspective taken on an event is
constrained by the lexical and grammatical optidimgt a particular language offers (von
Stutterheim et al. 2009). Among these importantuies are the categories of tense and aspect.
As showed by von Stutterheiet al. (2009, p.196)

«A second type of constraint is given with the ¢akiand grammatical
properties of the particular language used. Somguiages, English, for
example, force their speakers to indicate the tahevhich the event
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occurred, since tense marking on the verb is otdigaThe speaker must

therefore locate the event in the past, presehitare. Other languages,

such as Chinese, leave it to the speaker's disoreto provide

information about the “when” of the event. Similarsome languages

have a form that is neutral with respect to “onagBiand “completed”;

other languages force their speakers to chooseeketwone of these

options, while another set force them to make aecsal choice for one

tense but not for another. »
As discussed earliegimis a temporal relation, which holds between twaoadions that share a
value on the time axis. Therefore, the investigatd Sim tackles the larger domain of ‘basic
time concept’ and the expression of temporalitjaimguage. In fact, as argued by Acsu-Ko¢ &

von Stutterheim (1994, p.398)

«In order to refer to two situations as being stangous, a concept of

time is required which includes a number of basatiams: - the

deictically given speech-time (S), - a referenceeti(R), the event time

(E). These notions are crucial for distinguishinffedent "levels" of

simultaneity which can be found in discourse. Tleymplicate the

picture and add another dimension of diversityh® different types of

simultaneity which can be identified. »
In fact, to relate one or two events on the time,libeing simultaneous or not to one another, we
need to locate at least one of them in relatioeaime reference point or interval, namely, TU,
the moment of speech. Secondly, we need to speb#ytemporal characteristics of the
situations, whether they are punctual, or take {tittn@s represented as a stretch on the time line.
The two processes referred to are the conceptuahiths of tense and aspect, crucial to the
expression ofSim Furthermore, tense and aspectual markers camsstume of the linguistic
devices attested to express it. For example, Sctavia (2004) attests the role of aspectual
means, mainly the progressive aspect in the expresd Simin Czech, German and English.
Similarly, Leclercq shows the crucial role playgddrammatical aspect, discourse organisation
and lexical aspect in the expressiorSahin English L1, French L1 and English L2 by French
learners (Leclercq 2007, pp.295-297). Temporalresiee is the linguistic encoding of time
relations, both of tense and aspect. The two catgare highly connected. For instance, to
understand aspectual distinctions, one should hmblonly at the temporal structure of verbs, but
also at the time at which the claim is made (KIE#94; Von Stutterheirat al 2009).
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Klein (1994) defines aspect in terms of tempordkrnvals where the categories of tense,

grammatical and lexical aspects are closely reJdtedalso independent categories.

After reviewing many theories on temporality infdient languages (Binnick 1991; Comrie
1976; Comrie 1985; Dahl 2000; Garey 1957; Klein4;9mith 1997; Vendler 1967; Vet 2007;
Vet & Vetters 1994; Vetters 1996; Wilmet 1995), wkose to adapt for our analysis the
theoretical framework of temporal reference of KI€iL994). Klein’s framework is neutral
enough to allow for the description of many lang@sigemporal systems and especially of
learner varieties as shown in many studies for g@kanthe research on L2 acquisition of
temporality (e.g. Leclercq (2007; 2008; 2009), Noyd997; 2002; 2003) or Noyaet al
(2005)).Moreover, it provides an alternative to the proldewsh anterior theoretical frameworks
such as those of Comrie (1985, 1976); or Reichdnlf@47) (see for a discussion of temporal
theories Binnick (1991), Vet (2007) and Vetters9@p Klein’'s approach accounts for both the
universal concepts related to temporal referencetiaose that are expressed in all languages as
well as the specificities of the languages thenesel\His framework takes into account all the
linguistic means for encoding temporal referenas, just the verb. Such means include the
grammatical categories of tense and aspect, teingdvarbials, verb predicate lexical contents,
inherent temporal properties of verb semanticss therefore important to take into account all
the lexical entities of an utterance to grasp titeerent temporal features, discourse principles

and their role in mapping the temporal information.

Klein (1994) defines temporality in terms of temgldntervals {ime spanshot points, which is
a more adequate description of situations. Inddexlmost punctual of them take place over a

stretch of time. There are three crucial typesmétspans (Klein 1994, p.3):

Time of the Utterancdabbreviated as TU); it is the time at which tieerance is made;
Topic Time (abbreviated as TT), is the time for which theirdl is made; and
Time of the Situatigr(abbreviated as TSit), as its name indicatas,the time during which

the situation takes place.

The three types of time spans are crucial for wstdading the grammatical categories of tense
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and aspect.

1.3.1. Tense

Tense is a deictic category that is related to“tlere” and “now”. It is the encoding of the
temporal relation between the time for which theirol is made; TT, and the TU. Table 4

presents the three typical temporal relations esga@ in many languages (Klein 1994, p.122).

Table 4. Temporal Relations of Tense in Klein's Frenework

Relation Name
TT Before TU Past
TT After TU Future
TU Included In TT Present

As stated by Acsu-Ko¢ & Von Stutterheim (1994), fBitaneity is a basic element in our
concept of time. It is one of the three "basic tiefes" [...], the other two being the temporal
relations of 'before’ and 'after” (Acsu-Kog¢ & votuBerheim 1994, p.394). What we characterise
as present tense is the relation of simultaneitywéen the TT and the moment at which we make

a claim.

«There is, however, an interesting constraint anubke of present tense,
namely that an event which is simultaneous to amieg time needs to be
durative or progressive, or habitual (see Bennett Rartee 1978: 13).
This constraint apparently results from the faet thh speaker needs some
amount of time for producing his statement aboutlaserved event, and
hence, by the time he has produced his statemeatplbserved non-
durative or non-habitual event would have turned twube a "past"
event. » (Bhat 1999, pp.16-17)

Yet, it is clear from Bhat's (1999) statement, timainvestigatingSim we need to consider the
temporal reference in both its manifestations ofsée and aspect. Indeed, the present tense
indicatesSimwith the TU, but it is perceived only when we alvgeduration of the situation in

question. In the following part, we define aspecits two sub-categories: grammatical aspect
and lexical aspect.
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1.3.2. Aspect

The definitions and descriptions of the categorgggect in the literature are not straightforward.
In fact, despite the vast amount of theories omté#er, little agreement has been reached when
it comes to its basic description. Indeed, theofelhg criticism by von Stutterheimt al (2009,

p.198) following criticism portrays the situatiorell:

«Aspectual characterisations may not be incorrecbut they are
definitely not fine-grained enough. »

In our research, we highlight two features of tiagegory of aspect. First of all, the notion of
aspect is expressed differently in different largps|a Some aspectual categories like the
progressive for example, have distinct grammasedlli entities to express them in a certain
language but not in another. Second, in dealinch wite broad category of aspect, we

differentiate between the grammatical category #&mel lexical category. Binnick (1991)

distinguishes between both categories as follows:

« Aspect is a fully grammaticized, obligatory, syaatic category of
languages, operating with general oppositions siscthat of perfective
and non-perfective, whilaktionsarter are purely lexical categories, non
grammatical, optional, and unsystematic, defineddry specific terms
such as inceptive or resumptive. » (Binnick 199170)

Notions of grammatical aspect and lexical aspeets&ongly interconnected as Vetters (1996)

postulates in what follows.

«Le mode d'actichinfluence I'emploi et le sens des aspectifs. H y
souvent des restrictions de compatibilité entredsgectifs et les modes
d'action, de sorte que la ligne de partage entre Bspectifs ne

correspond pas nécessairement a celle entre legcésperfectif et

imperfectif. Les différences entre les systemescaisgls du francais, de
I'anglais et du russe se situent au niveau de latien entre aspect et
mode d'action» (Vetters 1996, p.108)

3 Aktionsartermeans verb lexical classes.
* “Mode d’actiori is yet another name used for lexical aspect.
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Despite their relatedness, we separate both canoefis overview.
1.3.1.2.1. Lexical aspect

While grammatical aspect stands for the morphosgictanarking of aspectual categories,
lexical aspect is a semantic category that referthé temporal characteristics of verbs and
verbal predicates’ meanings, or in Klein’s words,the “lexical content” (Klein 1994). The
notion of lexical aspect has been extensively dised and classified ingktionsarten i.e.
semantic classes (Binnick 1991; Mourelatos 198idikxr 1967). These classes are based on the

following five temporal features (Klein 1994, pp-809):
() Qualitative change; refers to whether the lakmontent involves a change of state or not
(i) Boundedness; refers to whether the contentaHa$t or a right boundary or not at all;

(i) Duration; refers to whether the content imptual or non-punctual, and if it is short or long

in duration;

(iv) Inner quantification; refers to whether thentent involves repeated sub-events or sub-states,

i.e. if it involves an iterated event for examped

(v) Phase; refers to whether the content focusessub-phase like the beginning or the endpoint

of a situation.

Some frameworks focus on some of the above featmere than others. For instance,
Kozlowska (1998a, p.103) highlights the importanédoundedness for understanding lexical

aspect. She states that

«Le bornage est, d'aprés nous un critere plus pentiimque les classes
aspectuelles et méme que les temps verbaux dahétdemination des
relations temporelles dans le discouys

Moreover, Vendler's (1967) classification is maifdgsed on boundedness; the telic / atelic

distinction, i.e., whether events have an inhessrtpoint or not, and inner quantification, i.e.,
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whether or not it can involve subdivisions and beated with a degree of granularity
(Kozlowska 1998b, pp.103-104).

Vendler's (1967) classification of English verbsas follows: He distinguishes between four
main classes: (a) Activity verbs, such as <run>akw, (b) State verbs, such as <desire>,
<love> and <have> (c) Accomplishment verbs, such<psint a picture>, <make a chair> (d)
Achievement verbs, such as <win the race> and grese somebody>.

As demonstrated by Binnick (1991), the availablassifications can present problems when
applied to different temporal systems. Klein (198éwever, applies a “single basic criterion”
that, he believes, is necessary to the analysierde and aspect: “the behavior of a lexical
content with regard to its linking to some topimé.” (Klein 1994, p.80). Lexical contents are
understood to be related to the TT in three differeays (Klein 1994, p.81):

(i) O-State contentsare lexical contents that are linked to a paléicdT and to any other TT.
They present « no TT-contrast » (Klein 1994, p.101)

(9) The book is in Russian

the assertion will hold true for the TT the propisi is linked to, and also f@any other TT.

(i) 1-State contentsthey involveone TT-contrast. The situation described is not neardygs
confined to TT, but does not apply before or attvat TT (Klein 1994, p.102). In

(20) John was in Poland

the assertion holds true for one contrast betweeot e in Poland> vs. <be in Poland>

(i) 2-State contentsThey involvetwo TT- contrasts, e.g,

> Calling it also de grain», Noyau & Paprocka (2000, p.88) define granujaai e degré de
différenciation temporelle du macro-événement ercra¥procés auxquels renvoient les
propositions constituant le texte Therefore, granularity is the differentiation the speaker in
the text between a globalising event and its ptesgibases, sub-events.
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(11) John opened the window

the assertion holds true for two different consastio be closed> vs. <to open>, <to open> vs.

<to be open>.

2-state contents include a “source” and a “tartgges The TT may be the source or the target

state or includes part of both.
1.3.1.2.2. Grammatical aspect

Grammatical aspect, in contrast to tense, is ragietic category. It does not establish a relation
with the moment of speech, but between the timevfuch the claim is made (TT) and the TSit.
It is an obligatory category in languages, i.ey, Eamguage can express the category in grammar,
regardless of whether it marks it overtly or note@ marking can be morphological or syntactic
(Comrie 1976). Morphological marking is the present clear identifiable markers of aspect in
the morphology of the verb. An obvious example tigsn8ard Arabic where there are only two
verb forms which express an aspectual oppositiofeg@/e / imperfective. Syntactic marking is
the presence of many combined markers within ararite, e.g., the English progressive (Verb

+ ing form) or the French periphrasisnrctrain de (Comrie 1976, p.87).

The two constellations @imwe are investigating (cf. Table 3 above) involuealive situations
(S1). Consequently, we suspect that the progressspect is one way of expressing their

overlap.

Despite the vast literature on aspect, the differ@railable definitions are confusing and
sometimes contradictory and they vary from auttwrmatthor (Binnick 1991). According to

Klein,

« Aspects are definable in terms of temporal reteti between time
spans. What is particular about aspect is not #tere of these relations
but the time spans between which they obtain -tithe of the situation

and the topic time » (Klein 1994, p.119).

The Topic Time can precede the Time of Situatibnan follow it, it can contain it, or be partly

-59-



or fully contained in it (Klein 1994, p.87). In @h words, aspect stands for the various
perspectives or viewpoints the speaker may take wmigard to an event, such as viewing it as
‘perfective’ vs. 'imperfective’, ‘progressive’ rson-progressive’. Table 5 displays the major

aspects expressed in natural languages:

Table 5. Major temporal relations between TT and T&

Relation Name
TT Included in TSit Imperfective
TT At TSit and the time After TSit Perfective
TT Before TSit Prospective
TT After TSit Perfect
TT is properly contained in the first state of #igation (English) | Progressive

In the following chapter, we look at the expressid®imin its wider context, discourse.
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CHAPTER 2. SMULTANEITY RELATION IN

NARRATIVE DISCOURSE
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2.0. Introduction

In our research, we look at the discourse prodingeimiformants as a whole, as recent research
studies such as von Stutterheenh al. (2003) and von Stutterheiet al. (2009) have shown

necessary.

Therefore, in this section, we review the main tleoabout narrative, and we define narrative
and narrative structure. Afterwards, we go over riig@n research findings of how events are
related in narrative discourse in general. Subsatyeve deal with the main issues with regard

to relating simultaneous situations in a narrative.

2.1. Definition of a narrative

The literature on narrative is quite extensive tlk@mmore, many definitions and frameworks are
available. From Labov until recent studies, theredme sort of agreement on what characterises
a narrative. A narrative is a discourse composedndt retelling events often called “clauses”
and linked together by a “narrative connection”giP& Chatman 2001, p.23). These units are
characterised by a discernible temporal organisgiderman & Slobin 1994b; Bres 1994; Brés
2001; Kozlowska 1998b; Labov 2003; Labov & Waletsk§03). A narrative supposes a
minimum of two temporally ordered propositions, afhfollow the “principle of natural order”,

i.e. the order in which the events happened. Tteams that if inversed, the order of events, as
interpreted, would also be reversed. For instameel.ascarides & Asher's (1991) axiom,

narration holds between two evenisaad e if e; occurs beforee

Most of the research looking into narrative disseurecognises and takes as a starting point and
|/ or reference the groundbreaking work of Williarablov on narrative (Bres 2001; Edwards
1997; Peterson & McCabe 1997; Shiro 1997; Snow 19%Mbov establishes a link between a

narrative and ‘actual’ experience. Therefore, aatae is

«One verbal technique for recapitulating experienda particular, a
technique of constructing narrative units that rmatbe temporal
sequencef that experience. » (Labov & Waletsky 2003, p.74
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According to Labov & Waletsky (2003, p.81), “tempbsequence” is a defining property of a
narrative. Indeed, for them, the basic componemt wérrative is the fact that we retell events in
the order in which they have occurred. Furthermarearrative is “any sequence of clauses that
contains at least one temporal juncture” (Labov &l&6ky 2003, p.88). More precisely, we

have a narrative if we have a minimum of two projass that are temporally ordered:

«Two clauses that are temporally ordered with reisfeeach other are
said to be separated tgmporal junctureThis juncture has no relation to
any free or restricted clauses that may fall inMeen the temporally

ordered clauses. » (Labov & Waletsky 2003, p.87)

The two main propositions making up a narrativedneet to be adjacent in a discourse, but they

are separated by themporal junctureexplained as follows:

«If narrative clauses succeed each other in umugied sequence, the
zero subscripts alone would show the temporal satatien of the
narrative, but because any number of free or pesttiunits can intervene
between two narrative clauses, we must define temhprelations
between any two clauses in the narrative, not saci®g contiguous. We
wish to define formally the condition under whichyatwo clauses are
ordered with respect to each other and cannot teechranged without
change in the temporal sequence of the originalaséiminterpretation.
Such a condition is met when the displacement rarige given clause
does not extend past the actual location of sorlewimg clause, and
conversely, the displacement range of this follgvitlause does not
extend past the actual location of the given precedlause. More
concisely, their displacement sets do not incluaeheother. Two such
clauses are temporally ordered with respect to ediclr. » (Labov &
Waletsky 2003, p.87)

This means that the temporal juncture separateslauses narrating a sequence of events. It is
“semantically equivalent to the temporal conjunctiheri (ibid, p.91). If the order of the
clauses changes, it results in a change in thergematerpretation. The semantic interpretation

of a narrative “depends on the expectation thatethents described did, in fact occur, in the
same order that they were told in”.

Labov & Waletsky (2003, p.91) recognise that theagative units are not the only possible
units to make a narrative. They declare:
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«Of course, the a-then-b relation is not the omlg at work in narrative.

If it were, we would have only a succession of a@ve clauses. One also
finds implied relations between clauses such asdaahthe same time-b,
or a-and now that we think back on it-b. But amdhgse temporal

relations, the a-then-b is in some sense the nsssinéal characteristic of
narrative. Some narratives may use it exclusivahd every narrative

must, by definition, use it at least once. »

Nevertheless, as we can see, they insist the dgfinomponent of narrative is a narrative
sequence of two clauses. Consequently Sinerelation would be a non-defining component of
narrative. In other words, the task of retellingptaimultaneous situations cannot generate a
narrative. This constitutes one of the points omctvBreés (2001) criticises the Labovian model.
Additionally, the model may possess further limdas. For instance, Peterson & McCabe
(1997) criticise the model’s limitations regardiitg applicability to children narratives and

narrative abilities and propose extensions to it.

Actually, Bres's (2001) article gives us relevargights for our study. He adequately criticises
the definition of a narrative according to Labowdgrovides a satisfactory alternative, which
covers other possibilities of retelling experieneejong which the one we are focusing on:

retelling simultaneous situations.

«Je suis bien d'accord que la relation a-then-b psmordiale et
fondamentale pour autant cet argument ne justiis de négliger la
relation a-and at the same time-b. Je considérecantraire que les
occurrences de propositions en relation de simdii#nqui posentyER)

aussi peu fréquentes soient-elles, conduisent atigmaer la définition
de la textualité narrative par la seule relation gmogression non
inclusive.» (Brés 2001, p.30)

In fact, he defines narrative as follows:

«Si le récit dispose principalement les événemeats2s selon l'ordre

progressif (non inclusif) c'est que cet ordre eslucqui correspond a
I'appréhension active du temps par le sujet, llotadion ascendante,
selon laquelle le temps est vu se dérouler du passiirection du futur.

Cette appréhension structure le sujet comme ld rémus sommes tout
autant que des "hommes de parole”, des hommescideatce que tout

récit, aussi minimal soit-il, est une mise en asegice du temps:. (ibid,
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p.48)

Following Peterson & McCabe's (1997) criticism, aieve that the framework proposed by
Labov & Waletsky (2003) constitutes a strong versib a rich narrative produced by a speaker
with well developed narrative abilities. The modelimiting for an analysis of narratives with

less developed and developing skills such as @rildror L2 learners’ narrative abilities.

2.2. The narrative structure

In this section, we give an overview on how a rareas structured. Labov & Waletsky's (2003)
canonical structure of a narrative has for a langetbeen used for narrative analysis. In this

framework, a narrative is composed of

«The simplest possible narrative would consisthef single line of the
complication, without a clear resolution; frequgnte find minimal
narratives that have both complication and resmtu{i’'He hit me hard

and we hit him back"). As we proceed to more comppiarratives, told

by speakers with greater overall verbal ability, ired a higher
percentage of narratives that duplicate the exach fof this diagram.

Perhaps the most frequent variant is the case ichwthe evaluation ends

the resolution: jokes, ghost stories, and surmig#ngs take this form, as

the story is reshaped by many retellingsbid( p.102)

1) The Orientation sectionprovides a framework to the story as it « oriethis listener with

respect to person, place, time and behaviouratsiiu » (bid, p.93)
2) TheComplication actiorgenerally ends with a result.

3) TheEvaluationis a set of statements about the speaker’s ev@uat situations at a certain

time.

4) TheResolutions the portion of the narrative sequence followting evaluation. It is the result

of a narrative.

5) TheCodais “a functional device for returning the verba&rgpective to the present moment”
(ibid, p.100).
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Both the micro and macro levels of the discourse siraped by the nature of theaestio
underlining its production. Thguaestiois the implicit or explicit question that a certaext or
discourse answers (von Stutterheim & Klein 1989n étutterheim & Klein 2002; von
Stutterheimet al. 2003). Even when there is no explicit direct quesijenerating the text, this

latter is still determined and shaped by an undeglguestion:

“Even if there is no explicit question of this stire spearker may behave

as if there were such a question and a particiséener or group of

listeners, who asks it.”(von Stutterheim & KleinG2) p.63)
The quaestioconstrains the way the discourse is built andngsfimost of the choices made by
the speaker leaving him / her a certain amountegdom to take particular perspective. In fact,
thequaestiodefines the type of text produced and how itrigcstired. Concerning the role of the
guaestioin determining the type of discourse, a questika ‘lwhat happened to you last night?”
requests the interlocutor to talk about a “compdernt” which happened to him / her during a
certain time interval specified in the questiorstlaight”. Retelling this complex event generates
a specific type of text, a narrative in which thebgl event is divided into sub events happening
within the general time interval (von Stutterheimkgein 2002, p.73). The text is then built up
based on auaestio which is partitioned int@uaestioneswhat happened to you at twhat
happened to you a$.t..t,. These {, t,,..t, represent time spans. The time spans follow from a
general principle - the 'topic condition' of naivattexts. This condition gives us the 'backbone’
of a narrative, its ‘main structure’ (von Stuttarhe& Klein 2002, p.73)

Therefore, thequaestio defines the main skeleton of the discourse, whatalled by von
Stutterheim & Klein (2002) “main structure”. It @@mposed of every utterance that constitutes a
direct answer to thquaestio Every utterance that does not bring an answérgauestion, but

gives additional information and commentaries, bgoto the “side structures” of the text.

Despite the different terminologies provided in therature, the theories agree that the major
criterion for identifying the main structure froret side structures is the chronology of events,
their temporal order (Hopper 1979; Reinhart 1984n \Stutterheim & Klein 1989; von

Stutterheim & Klein 2002). For example, Labov & \Wsky (2003, p.81) assert that the main
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defining property of a narrative is temporal refexe, which proceeds from its referential
function. In other words, the narrative clausesobging to the main structure must be an
appropriate answer to the critical question “Andrtlvhat happened?” The clause is the minimal

unit of linguistic expression defining the functgaf narrativeipid., p.75).

Hopper (1979) distinguishes between theeground the propositions that tell the events that
constitute the main skeleton of the story repomtethe narrative, and theackground and it is
made up of all the utterances, which back upftregroundof the narrative (Hopper 1979,
p.213).

Inspired by theGestalttheory, Reinhart (1984) sets up her theory on the @viteof Gestalf
perception. She uses the figure / grouddstalt metaphor to events. In fact, the temporal
organisation of a narrative reflects the principdéspatial organisation in the visual field into a
main part (figure) and a background (ground) jils# B photographer who, using the camera
focuses the figure and distinguishes it from aipaldr background leaving it out of focus (De
Fornel 1988).

Grosz and Sidner (1985, 198@)ive a “discourse intentionality criterion”. Acebing to them,
the main skeleton contains material that contribulieectly or indirectly to the “leading part of

the discourse” whereas the background is a digne$spm that leading part.

Having overviewed the advances in research abauwathee and its structure, we focus in the

following section on what constitutes the main cooseponents of the narrative text, the events.

2.3. Relating events in a narrative

This section attempts to review the main reseanatlifgs regarding how speakers relate to

events in a narrative. In particular, we focus owlthey go about retelling situations shown in a

® See for example Wertheimer (1944)
’ Die Gestaltis the German word for ‘shape’. It refers to objes located in space and having external boursiarie
8 Cited in (Kuppevelt 1995, p.811)
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given stimulus and relating them in a coherentalisse. Note the importance of the discourse in
building assumptions about actual situations of‘éxternal world”:

«In the great majority of cases, the only informatiavailable on the
nature of the reported events is in the narratigelfi There is no
independent evidence on what actually happenetirsAglance, it might
seem that the original events cannot be recovemddlaat the narrative
must be considered an entity in itself, disjoinednf the real world.
Nevertheless, there are good reasons why the effiaild be made to
reconstruct the original events from the narratwédence. Inferences
about the original events will lead us to greatesights into how the
narrator transforms reality in reporting it to atheRetracing these
transformations tells us more about the characteh® narrators: the
norms that govern the assignment of praise or blaand, in more
serious cases, the narrator's complicity in thenesvehemselves. »
(Labov 2003, p.64)

We disagree with Labov’s statement about the iefgeddence between events as verbalised in
discourse and the situations as they ‘happen’ enetkternal world, and the possibility that they
can be recoverable from narrative. This belief rsakéirect link between the external world and
the linguistic representation, neglecting the lesklconceptual representation of the external
world. Pianesi & Varzi (2000, p.3) explain as folla

«We speak of actions and other events with the smsi@ess with which
we speak of people and other objects. We say ai fudt he is bright
and of Bill's lecture that it is boring. We say Jithn's father that he is
taller than Bill's and of John's life that it isttee than Bill's. We say of
Clark Kent that he is Superman and of Clark Kea¢ath that it is the
death of Superman. The pervasiveness of this tads chot by itself
imply that there are such things as events— thamtsvare to be included
in an inventory of the world over and above pe@sld material objects.
But one can hardly question that some theory ohsvis needed if one is
to make sense of such talk at all. Moreover, werpfipeak in such a way
as to suggest— implicitly— that we are talking abevents. We say that
Brutus stabbed Caesar with a knife. If this statenetaken to assert that
a certain three-place relation obtains among Bru@agsar, and a knife,
then it is hard to explain why our statement esttilat Brutus stabbed
Caesar (a statement that involves a different, place relation). But if
we take our statement to assert that a certaint@eaurred (namely, a
stabbing of Caesar by Brutus) and that it had &iceproperty (namely,
of being done with a knife), then the entailmergtisightforward. Again,
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these reasons do not constitute a proof that taeresuch entities as

events. But if we are interested in an accounta it is that certain

statements mean what they mean, and if the meafiagtatement is at

least in part determined by its logical relatioosother statements, then

one can hardly ignore the relevance of facts ssdhese. »
The conceptual level is crucial to understandingl @roduction as demonstrated by Levelt's
(1989) blueprint of the speaker. Furthermore, dtishis level of conceptualisation that speakers
of different languages differ when they complete thbame verbal task (Carroll & von
Stutterheim 1997; Carroll & von Stutterheim 200&clercq 2007; von Stutterheim 2003; von
Stutterheim & Carroll 2006; von Stutterheim & Lamb2005; von Stutterheim & Nuse 2003;

von Stutterheinet al 2002; von Stutterheirat al 2003)

Trying to retrieve the situations of the non-lingfic world from the linguistic representation is a
difficult endeavor. Using a stimulus material tacelthe narratives however, gives a stable
reference for analysis. In fact, we have a bettasg of what the speaker is talking about if we
set in advance the story he / she is retellingriB@ & Slobin 1994b, pp.39-40) express this
with regard to thé&rog Story in the following:

«Every adult “reader” of Frog, where are you? istaie to extract a
plotline which goes from loss of the frog, throusgarches, to recovery.
And every adult narrator is certain to add detaflthe thwarted attempts
along the way, with some commentary on the innatestthat motivate
and respond to some of the events. Thus, there genae of “well-
formed” story type as the developmental targethcalgh there is an
infinity of potential well-formed versions of theofy story. »

The events that we can identify can be similarifieint from the situations retold. In addition,
speakers solve the complex verbal task of retebwents in different ways. Traditionally, it was

believed that these differences could be explaingdhe diversity of cultural and stylistic

traditions of speakers (von Stutterheim & Nise 2008@vertheless, the findings of more recent

° The Frog story has become famous in the researthrporality and spatiality as it is a picture koahich has
been used by many linguists as a stimulus matéevialicit narratives. The story is illustrated id Dictures,
available online on this link http://childes.psywc®du/manuals/frog.pdf.
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research studies show that the selection and stmgt of information in discourse are
influenced by structural contrasts between langsiagerthermore, the differences observed can
be systematized as they can be generalised basedarguage-specific patterns of
grammaticisation (Carroll & von Stutterheim 2003arfll et al 2004; Leclercq 2007; von
Stutterheim & Niuse 2003; von Stutterheginal. 2002). Before we go into deeper details about
the variation in solving the verbal task of retailievents, we tackle here what all speakers share
to produce a discourse. According to Levelt (198pgakers are “information processors” who
go about the complex task of speaking through wariprocesses. According to his highly
benchmarked frame reviewed later by von Stutterh&mNuse (2003), every language
production is constituted of three main components:

() The Conceptualiserit is the processing system where the messagdaisned and the
preverbal message is produced. It comes into plagnwthe speaker has a communicative

intention. It hosts the following mental activitias explained by Levelt (1989, p.9)

«Talking as an intentional activity involves congeg of an intention,
selecting the relevant information to be expredsedhe realisation of
this purpose, ordering this information for expresskeeping track of
what was said before, and so on. These activiggsire the speaker’s
constant attention. The speaker will, moreover ndttdo his own
productions, monitoring what he is saying and h@wWw.The Formulatoy

is the “formulating component”, it (...) accepts fnagnts of messages as
characteristic input and produces as outpuythanetic or articulatory
plan. In other words, the formulator translate®aceptual structure into
a linguistic structure. »ilfid., p.11)

In fact,the Formulatoris where the speaker has access to lemmas - wors £ and “syntactic
building procedures”. He / she translates them ifdo surface structure” through the

Grammatical encodethen inculcates them through tRéonological encodeand translates
them into a “phonetic or articulatory planbid., pp.11-12)

(i) The Articulator executes the phonetic plan and delivers it adgptin the articulatory
conditions. In this, there is a difference betwéeternal speech” and “overt speech” whose

delivery depends on the articulatory conditionghef speakerilfid., p.13)
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While theFormulatorand theArticulator have received much attention in research invastiga
linguistic structures, th&€onceptualiserhas remained an unclear constituent; its natuce an
composition have stayed behind for a long time (8tuterheim & Nuse 2003, p.851). In fact,
one of the murky areas concerns the role of langusggcificities in theConceptualiser
component. This area of research and looking aiesssrelated to the functions of the
Conceptualiseconstitute some of the objectives of the Heidgjlgpject, some results of which

we will highlight heré®.

There are two positions on whether or not @mnceptualiseis based on language specificities:
a “radical” one and a “moderate” one. The firsticatiposition stipulates that it is language-free
and that it is composed by universal patterns oiceptualisation. The second radical position
states that th€onceptualiseris by nature language-specific. An advocate of fhosition is
Levinson (1997) as stated by von Stutterheim & N2893). The third position is a moderate
position as it stipulates interdependence betweeaoaptualisation and linguistic assumptions. In
fact, conceptual material is built up of a numbénasks that are solved through four main
planning processes before retrieving the linguistiaterial in a preverbal message (von
Stutterheim & Klein 2002; von Stutterheim & Nuse230von Stutterheiret al. 2002):

(i) Segmentationis generally important to human understanding \anés as pointed out by
Zacks & Swallow (2007, pp.81-82):

«Event segmentation is the process by which pegpese a
continuous stream of activity into meaningful ewent..] Event
segmentation is an automatic component of normatepsion that
shapes how people remember and learn. »

In other words, it consists of cutting out unorgawi and unstructured units from the knowledge

9 The Heidelberg project started with a series oflists with English and German speakers and theanebau to
other languages, establishing cross-linguisticiegjdvhich generated similar results concerningliaige-specific
patterns in conceptualising events. Among thoseiesuare the following: Carroll & von Stutterheir8003);
Carroll et al. (2004); Leclercq (2007); Schmiedtova & FleckefQ®); Starren & Natale (2008); von Stutterheim
(2003); von Stutterheim & Carroll (2006); von Seutteim & Lambert (2005); von Stutterheim & Niseq2)) von
Stutterheimet al (2002) and von Stutterheiet al. (2003)
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base. It is at this planning phase that the nurabevents reported compared with the number of
events in the stimulus material as well as thewelleof granularity are decided upon (von
Stutterheimet al. 2002). Granularity concerns a way of represengvgnt structure in language.
It is defined as “the degree of temporal partithgnof situations” (Noyatet al 2005, p.158).
Temporal granularity is

«... a qualitative dimension which characterises thgswia which, in

texts, a complex dynamic situation will be concafised, with either a

high degree of granularity, i.e. presenting a dedaseries of micro-

events, or a low degree, as one macro-event o &¥ents, in which the

different components merge. The temporal intergsloaiated with this

situation is more or less segmented into sub-iatercorresponding to

many or few micro-events. These micro-events fithexr the whole

temporal lapse or just parts of it, leaving tempaaps which can be

filled by the listener who then infers intermediatemponents of the

macro-situation.bid.
So an event can be conceptualised as a macro-eram, événement globalisafglobalising
event) to borrow Leclercq's (2007) ‘s expressiocggnsentable into sub-events. The speaker
chooses to relate only the macro-event, as he /chanse to account for its phases, micro-

events.

(i) Selectionconsists of selecting the conceptual building kéothat the speaker plans to
verbalise into propositional units. Some of thoséding blocks are reference domains such as
times, spaces, or actions. For instance, it idiatlevel of conceptualisation, that the speaker
decides how to talk about a certain event, as bedihg pointing to its endpoint, or in progress,
referring to it as a whole or talking about jugtation of it. Indeed, the speaker decides at this
level which information the listener should havéeTultimate discourse verbalisation would
only contain selected parts of the original repnéston and at which level of granularity they

are put into words.

(i) Structuring or perspective taking the phase when the selected components areustdc
under several aspects: This structuring involvesimber of decisions made by the speaker to

assign argument or predicate roles, anchor evettitsnwa referential frame of time and space
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and to attribute an information status to the conepds.

(vi) Linearisation is the process by which the units selected areanisgd before being
transformed into speech. We give here special tatterio point (iii) about the processes of
structuring as perspective taking; which has soréaeived a great deal of interest and the
importance of which has been demonstrated by masgarch studies (Carroll & von
Stutterheim 1997; Carroll & von Stutterheim 200Zr@ll et al. 2004; Jisa 2002; Klein & von
Stutterheim 2002; Klein & von Stutterheim 2006; lezcq 2007; Perdue 1997; von Stutterheim
& Klein 2002; von Stutterheim & Lambert 2005; votutserheimet al. 2002; von Stutterheiret

al. 2009)

Perspective taking is what differentiates betwdwenaccounts of speakers (of different or similar

language backgrounds) carrying out the same véabklbased on the same elicitation material.

Indeed, as the more recent study by Klein & vortt8tbeim (2006, p.30) shows, answering a
verbal task involves many more levels of procedbas the three levels suggested by Levelt
(1989):

«There is no received term for the complex cogaitstructure which
underlies a text. Indeed, there is not one suclcttstre but various levels
of representation, and text production is but #mst ktep in a series of
transductions from one level to the next. Take gfaample, a narrative of
an event, in which the speaker was involved. Tieefest thereal event
(level 0), which is experienced and perceived, kemmansformed into
somepercept(level 1) and then somehow stored in long-term nrymo
(level 2), where it quietly warps. It is then rdedl on a given occasion
(level 3), components of it are selected, lineariaad possibly enriched
by fictitious additions (level 4), and eventualthe resultingdiscourse
representationis put into words (level 5, text). On the compretien
side, the listener extracts the meaning of thes@svflevel 6), combines
it with contextual information (level 7), and eres the resulting
interpretation by all sorts of inferences, basedhworld knowledge
(level 8). The number and nature of these levelwasas the ways in
which they are related to each other are a maftenuzh dispute. We
will not go into this controversial issue here l=imply speak, with
deliberate vagueness, okE€amTtvorsTELLUNG, Which is meant to include
all levels of representation on the speaker's sidde term
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GEsamTVORSTELLUNG (entire representation) is borrowed from Wundt
(1912).»

In a narrative, the decisions made by the speaketha product of the various choices made to
talk about something. They comprise contextualguegfces such as the selection of the main
components of the narrative, of the events tolrated those not to relate. Speakers also make
structural choices, such as the way to organisen#imgative, which events to put in the main
structure and which ones in the background. Fin#tlgy make lexical choices, that is to say the
decisions related to the linguistic forms to ussida the utterances, and the relation between
them. All these choices make up what von Stuttenh&iKlein (2002) callL-perspectivation.
Perspectivation stands for taking a position «fnwhich a person or a group view something
(things, persons or events) and communicate thews» (Graumann & Kallmeyer 2002, p.7).
L-perspectivation is perspective taking in langudgeperates as explained below:

«Whenever a speaker wants to produce an utterance particular
language, he has to decide between various optiotis which this
language provides him. In particular, he has aclxghoice, a structural
choice, and a contextual choice. In each of thi#sealternatives from
which he has to choose are equivalent in one watynbt equivalent in
another way. His eventual decision, thereforeeotdl a particular way of
presenting what he wants to say — it reflects &iquéar ‘perspective’ on
the facts stated. If we want to understand the q@memon of
‘perspective-taking’ in language, we must analyse lthese three types
of choice function in language production. » (vamtterheim & Klein
2002, p.67)

As explained above, every text is a possible andwex certain explicit or impliciquaestio
Therefore, L-perspectivation is partially constesirby the nature of thguaestioas explained in

the following quotation:

«In a specific communicative situation the speaats out to verbalise
part of what he has stored in memory. This is tbiatpivhere language
and hence L-perspectivation comes in. Very oftext generation is
initiated by a particular question which the spealee supposed to
answer, for examplavhat did you seedr ‘what did the truck that came
from the left side look like®dr ‘what did you do yourselfdr ‘have you
ever been in serious danger?There need not be such an explicit
guestion; the speaker may simply want to speakiierreason or another
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about what he has experienced some time ago; iayah& is positing

such a question to himself. In each case howewetls a particular

communicative goal that causes the speaker to ahetihis updated

mental representation and to create a new, tempocanceptual

structure, a discourse representation (other lalsls conceptual

structure’, 'preverbal message' and similar onksis this discourse

representation which underlies the concrete textegroduced by the

speaker. » (von Stutterheim & Klein 2002, pp.65-66)
Yet despite the constraints imposed by dneestio the speaker is left with a certain amount of
freedom that allows him to make different choicasd to take a particular perspective. L-
perspectivation partly explains why speakers of slane language (and also of different
languages), narrating the same story produce nagsatvith different characteristics and take
different perspectives when completing the samk (Berman & Slobin 1994a; Carradt al
2004; Leclercq 2007; von Stutterheim & Klein 200&yn Stutterheim & Nise 2003; von

Stutterheimet al 2002).

«When confronted with a particular subject matted guaestio speakers
of different languages show different preferencasplerspectivation of
the communicative content. » (von Stutterheim &IK2002, p.80)

Talking about events in a language is a subjectotwity. In fact,

«In talking about events, there is no neutral fdon representing a
situation in language. Speakers always have tosshamong a number
of options available for putting a situation int@rgpective. » (von
Stutterheim et al. 2002, p.182)
In fact, the conceptualisation of events is a dgitishing factor, which partially determines the

perspective taken on events. The means availalletspeaker also shape his / her choices:

«Filtering world experiences are filtered throudioice of perspective

and through the set of options provided by theipadr language into

verbalised events. » (Berman & Slobin 1994a, p.9)
Telling or “retelling” a story (based on a certamaterial, e.g. video) is a free activity which is
affected by several factors, such as the age tha&ksp and his / her individual choices (Berman

& Slobin 1994b). For instance, comparing narratibgschildren of different ages and adults,
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Berman (1994, p.263) reports on the differencewden the productions at each age group as
follows:

«In the literate Western-type cultures includedour study, even the
youngest children, aged 3-4, were able to relatehéocontents of the
drawings and they were also all able to transltttcs graphic material
into dynamic verbal event-descriptions; by latesph®ol, around age 5-
6, most children were able to express these eventserms of

sequentially organised narratives. However, onlgepl school-age
children and adults were able to meet the requingsnaf constructing an
overall story representation and so to produce ajipbwell-organise

narrative texts. »

Consequently, two different people retelling in Hane language a story based on a short video
might produce different stories and make differ@rgices. Furthermore, retelling the same story
in different languages reveals fundamental diffeesnin perspective taking in each language.

Some research studies reveal that narrating a sequé events is highly affected by the way we

conceptualise events:

«Speakers of different languages follow differenéferential patterns
when they encode events. We believe that theserprefes which have
so far been described from a linguistic point oéwi (i.e. surface
structure) are rooted in differences in concepsasibn of events. »
(Schmiedtova & Flecken 2008, p.14)
Having reviewed the main findings on how speakeysagout relating events in a narrative,
stating the shared features and the differencegdeet their accounts, we now turn to specify the

scope of this overview and talk about how spealadeade simultaneous events in a narrative.
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2.4. Relating two simultaneous events: main issues

Compared with research on narrating sequencesasftgvwhich has received a great deal of
attention, the expression of the temporal relatib8imhas received little attention. Research on
the expression ddimin discourse has also been very limited to date.f¥¢us here on the main

issues raised in the few research studies thasiigeded the relation.

2.4.1. Simultaneity: from conceptualisation to verhlisation

The first issue regarding the investigation ®im is obviously the speaker's conceptual

representation of two situations of the externakldvas happening at the same time. The
perception of this relation is fundamental to itgylistic representation. The question is to what
extent two situations can be perceived as simubiasméy the observer / speaker. As established
in the introduction, perception is constrained bgny variables, such as the sensory level,

remember for instance, the example of the thundedightning.

Another constraint would be the interaction of t situations at hand. For instance, we
hypothesise that th8im of two situations interacting with each other isrmeasily perceptible
than two unrelated situations. The difference isegi in the following two examples

respectively:

(12) Maggie was cooking when Paul phoned her.

(13) Lisa was cooking and Bart was playing theayuit

The perception and conceptual representatioBiwfare facilitated by spatial proximity of the
two situations. In fact, it helps the speaker te #wt the two situations are happening in the

same space in order to perceive tigm

Another problem related to the question of percgptdf Sim is that even if we perceive
situations to be simultaneous; we do not alwaysosboa perspective of retelling them as
happening at the same time (Schmiedtova 2004).

For these reasons, choosing visual stimuli showirents happening at the same time solves this
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potential problem and ensures that understanlimgs a prerequisite to understanding the scene

shown.

2.4.2. Ambiguity of the expression of simultaneity

Secondly, as already mentioned above, the relaifo8im is not always marked by explicit
devices, even if it is perceptually accessibletiddeen from a very early age as Acsu-Kog & von
Stutterheim (1994) declare:

«Simultaneity on the other hand, is usually notregped overtly when

deictically anchored. Explicit reference to tkamrelation is, rather,

typical of complex temporal structure in discoursgAcsu-Ko¢ & von

Stutterheim 1994, p.395)
As they suggest, the expressionSamnis connected to the expression of temporal markafig
tense and aspect in the discourse. This is obsémnibe verbal tasks of children of different ages

verbalizing simultaneous events (Acsu-Ko¢ & vonttetineim 1994, p.396).

Accordingly, in the absence of any marker, it ifficlilt to establish with certainty that two
events of a discourse are simultaneous, as oppmssequential. Furthermore, there is the
dilemma that if two utterances are produced orer a@fhother in discourse, without any explicit
temporal marker, the default interpretation woultbat they are sequential. This means that
they are interpreted as following the natural omfesituations they refer to, meaning situation 1

—then-situation 2.

Even though Labov & Waletsky (2003) mention thegtlae Siminterpretation in the example
they cite, they insist that it is not a definingachcter of what builds up a narrative. This leasls u
to the third problem we would like to tackle herencerning building a narrative with

simultaneous situations.

2.4.3. Building simultaneous events into a narratie discourse

The wide general belief is that the defining propef a narrative is temporal order of events of
the type eventthen-event(Labov 2003; Labov & Waletsky 2003; Reinhart 1984)rthermore,
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as pointed out by Schmiedtova (2004), accordinghtt belief, retelling situations - even
simultaneous - as a sequence of events seems leaglest and most natural alternative to the

speaker:

«It seems plausible to assume that the defaulieglyavhen narrating is
to retell what is happening in terms of individugkequences,
chronologically. It takes a special linguistic effeco mark simultaneity.
That is, to mark simultaneity overtly means violgti“The Principle of
Natural Order” (PNO), which says that in the norroake, events are
reported in the order in which they occurred. »h{Bedtova 2004, p.2)
In order to do so, the speaker would separateitheltaneous situations to build one into the

background of the story, and put the other oné&simain skeleton, as stated by Reinhart (1984)

« When a sequence of simultaneous events is repootdy the one
presented first carries the foreground aspect,enthi¢ rest are marked as
background. » (Reinhart 1984, p.794)
In other words, and as pointed out by Labov & W&kgt(2003),Simis not characteristic of a
narrative, as it does not allow progression ontitine line. In order for the speaker to find his /

her way into sequencing, he / she has to imposedar to the events in the story.

Bres (1994; 2001) hypothesises that two simultasasguations can be part of the main narrative

sequence. This is possible with subordination :

«Si dans la réalité deux évenements sont simultdaésiise en récit
peut subordonner syntaxiquement l'un a l'autre wosafaire de deux
évenements une et une seule proposition narratiy@res 2001, p.31)

Indeed, according to Bres (2001) two simultaneagnts are transformed by subordination into

one narrative clause, which sinks into the nareatiivead of the discourse.

According to Leclercq (2007), retelling simultansosituations does not always generate a
narrative. She opts therefore for the terminologgripte-renduoffline” to characterise the
productions she investigates. The terms simplyifsignverbal account by a speaker of a visual
stimulus presented beforehand and stopped durengaimpletion of the verbal task.
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All this brings our attention to the fundamentaduss of building a discourse of simultaneous
situations. In fact, we need to solve the paradbkaving informants retell stories — and so

presumably produce narratives based on simultaneumtions, which is supposedly
incompatible with the task of narrating events.

In the following chapter, we focus this review uptire role of aspectual marking in the
expression oSim.
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CHAPTER 3. ROLE OF ASPECTUAL PERSPECTIVE

IN EXPRESSING SIMULTANEITY
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3.0. Introduction

In this chapter, our interest lies in the expressod Sim with aspectual means, mainly the
markers of the progressive available in the langsagnder consideration. But prior to
explaining the role of aspect in the expressio®iaf as advocated for instance in the works of
Leclercq (2007; 2008; 2009) or Schmiedtova (2004) deal with the role of aspect in discourse
organisation in general. Therefore, we first coesithe role of aspect in structuring discourse in
general, followed by a discussion of the role aigressive markers in structuring the discourse

of simultaneous situations and in expres$Sigrelation.

3.1. Role of aspectual perspective in discourse @gsation

As mentioned above, the broad teaepectrefers to thgerspectivdaken on events (Klein 1994;
von Stutterheim & Nise 2003; von Stutterheitral 2009). Aspect is traditionally known as the
‘viewpoint’ that a speaker takes on events he / aheceptualises from the situations of the
external world.Aspectual perspectivis composed of the two worgserspectiveand aspect

Graumann & Kallmeyer (2002, p.1) explain the lirdtleeen both terms as follows:

«With “perspective and viewpoint,” we refer to aspimn from which a
person or a group view something (things, personswents) and
communicate their views. With “aspects”, we refer those sides,
attributes or features in which the objects of perception or cognition
appear. These basic meanings are appropriate foeryday
communication and understanding. It is only whersiwéack and reflect
that we begin to understand how these terms agerétdted, namely, as
perspectival terms, i.e., as elements of a penspéctstructure
(perspectivity). It is from a given position in ggathat spatial objects are
viewed in one of their aspects; when the viewingjett changes his/her
position or viewpoint other aspects of the samedlgome into view.»

The aspectual perspective is, as mentioned ab@termined by the relation of TT and TSit.
Furthermore, it is constrained by the grammaticderical categories of aspect as implemented
by morphemes, affixes or verb classes (Nakhimoi€88, p.34).

One of the three fundamental types of knowledgehaxge about events is aspectual knowledge
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(Nakhimovsky 1988). The two other types are contgosl knowledge, and it concerns the
internal structuring of events into several stages] durational knowledge with regard to the

relation of a certain event to the time scale.

Furthermore, aspectual perspective taken on ewdetsrmines how they are related in a
discourse. Therefore, it plays a determining rolestructuring discourse. The literature on the
matter is abundant. For instance, Comrie (19858)pints out in the following that the

organisation of the discourse is not a propertthefforms included but of the implicature behind

the aspectual choices:

«Grammars of many languages claim that the langumgeestion has a

special form for indicating situations that occur sequence, or for

distinguishing sequences of situations that ocourisequence from

simultaneously occurring situations. However, inheevery case, it is

impossible to tell from the limited range of exasgpliven whether the

interpretation of sequentiality is indeed partteé tneaning of the form in

questions, or whether this is just an implicatucdofving from a

basically aspectual distinction. »
Furthermore, the results of numerous and variediesuagree upon the role of aspect in
structuring discourse in general (Berman & Slobi®94b; Hopper 1979; Klein & von
Stutterheim 2002; Leclercq 2007; Schmiedtova & kéec2008; von Stutterheim & Klein 2002).
In fact, as mentioned previously, the structura ofarrative text is affected by the nature of the
guaestio Moreover, it determines its microstructure anel mmacro-structure (Starren 2003; von
Stutterheim & Klein 1989; von Stutterheim & Kleird@). The macro-organisation of a text
influences the choice of the linguistic devices afdhe different temporo-aspectual markers

used (Starren 2003, p.181).

Many studies agree on the fact that the structusingtext into main structure and side structure
is highly determined by the aspectual choices nigdihe speaker. In fact, it is widely believed
that the main structure would be made of dynamignded and rather punctual / short events.
Conversely, the side structures would contain deeag¢vents using mainly the imperfective
(Hopper 1979; Reinhart 1984). On the basis of dyshy Reid (1976), Hopper (1979) affirms

that thepassé simpland thepassé compos#re employed in the main structure of the nareativ
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because they present affinities with dynamic evants activities and thus allow progression of

events on the time axis.

Klein & Perdue (1992) however, recognise the pal#sitof having exceptions, such that a
globalizing event, summarising a sequence of eyeats be part of the main structure of the

narrative. They say:

« When an event involving a central protagonistlitserves as a

temporal frame for another event involving him/ har where an

utterance acts as a “conclusion” giving the restdilievents involving

him/her. » (Klein & Perdue 1992, pp.53-59)
Following Smith (1997) or Bres (2005), we questtbe rigid parallelism established between
perfective / main structure; and imperfective /esgdructures, as claimed by Hopper (1979) or
Reinhart (1984). However, we argue that the aspéqgberspective chosen by speakers to
construe events they conceptualise and relate batwleem in discourse is fundamental to

structuring it.

Additionally, it appears that language-specific meavailable to the speakers influence the way
they take perspectives to conceptualise and canstrents in a particular language. This finding
is further supported by the research carried othiwithe Heidelberg Project referred to earlier
and which investigate many different languageseéut] the study by Carradt al (2004) shows
that in languages that have proper means to dehatean event is on-going (e.g., English or
Italian), speakers do not need to point out thatevent is specific to a certain time interval by
adding more details to the verb. This is becauseplecificity of the event as a single occurrence
is taken care of by the grammatical marking ofghegressive. By contrast, in languages that do
not code on-goingness grammatically on the verb,efcample German, speakers consider
specificity selecting verbs and ways to expresstti@event in question is an individual specific
case. Therefore, we hypothesise following the mebean simultaneity that aspectual perspective
is one of the main devices used to relate simuttamesvents. We report on those research
findings in the following section.
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3.2. Role of aspect in expressing simultaneity

According to Reinhart (1984, p.789), when we have simultaneous situations to retell, only
the first one of the two is put in main structuretlee discourse. The second one would be

consequently put in the side structures of theadisge. She says:

« When a sequence of simultaneous events is eghoonly the one

presented first carries the foreground aspect,enthi¢ rest are marked as

background. »
Therefore, it follows from Reinhart's (1984) vieakthe aspectual expression in the discourse
organisation, in retelling two simultaneous sitoasi that the first one of them is viewed as a
punctual bounded event whereas the second onewsedias a durative non-bounded one. Of
course, even if this can hold true, it needs todidied by further analyses in order for the claim

to be generalised.

Recent studies o8im however, attest the important role of aspectdoressing the relation of

Simbetween events. Speakers make use of aspectgpkptve to structure simultaneous events
in discourse. In addition, they make use of as@dcharking when it is possible in the language
they are using. Aspectual marking operates at ttezamce level, which means it clarifies the
perspective taken of each of the simultaneoust®ing and at the discourse level, in terms of
how aspectual marking organises the constructioth@fsimultaneous events within the larger

context of discourse.

When we speak of aspectual marking, we mean tlguiBtic devices available in a certain
language to express a certain aspectual perspefdivexampleV-ingin English to express on-

goingness of an event.

Schmiedtova (2004) affirms that aspectual marksig device for expressir§imin her study
comparing Czech, German and English productions. i8éntifies two possibilities of using
aspect to construe two simultaneous situationsiseodrse. First, a speaker can oppose or
juxtapose two aspectual forms such as the perteetind imperfective or the progressive form
and the simple form, as in English. She calls 8tide the “stronger aspectual style”. The
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“weaker aspectual style” is when the two aspectual forms are used in combination with

adverbials to expresSim The two aspectual styles are represented in the graph below.

Figure 1. Possible aspectual styles according to Schmiedtovéa (2004)

Aston University

llustration removed for copyright restrictions

Another non-aspectual style is also possible. The pure “adverbial style” consists in the exclusive
use of adverbials to expreSsnrelation of two situations.

As Schmiedtova's (2004) study shows, L1 speakers of different languages can manifest differer
preferences in using aspect to m&in For instance, Czech speakers highly make use of
aspectual marking, using the stronger aspectual style more often than English and Germa
speakers do; the perfective and imperfective forms being grammaticalised categories in Czeck
In contrast, in German, whetkere is no grammaticalised perfective or imperfective fdhm,
speakers usually use the adverbial style. English speakers however employ the weaker aspectual st
more frequently(ibid., p.228) In her PhD thesisl.eclercq (2007) investigates the French and
English languages and confirms Schmiedtova's (2004) findings. She attests that English nativ
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speakers express the inclusion of events usingvieker aspectual style, that is, the aspectual
contrast in combination with adverbials. Conversdfyench speakers exploit less aspectual
marking on the same task, they opt for adverbiath ar without aspectual contrast (Leclercq
2007, p.295). She therefore concludes that theresstye marking/-ing in English and the
periphrasis en train de are devices for structuring the discourse of gameous situations. She
also notes the frequent use of progressive marfimghe two languages) in the discourse of
simultaneous situations of the inclusion enboitemeitform. In fact, simultaneous situations
also constitute the preferred use dan«train de (Leclercq 2007, p.164). She concludes,

similarly to Schmiedtovéa (2004) that progressiverkimg is a central tool for markingim

In the next chapter we investigate in detail thgoméndings on the use of aspectual perspective

by L2 learners in the expressionQifn
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CHAPTER 4. EXPRESSION OF SIMULTANEITY IN
LEARNER VARIETIES: FOCUSON THE USE OF

ASPECTUAL PERSPECTIVE
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4.0. Introduction

In this chapter, we aim to review the research erosd language acquisition with a special
focus on the expression of simultaneity using asWe start this overview with an introduction
of the notions of first language (L1) and seconugleage (L2). We focus afterwards on the
various acquisitional stages. We start with théed#int stages identified in the ESF project, then
we deal with the further developments suggestedguisequent second language acquisition
research. We deal in the last part of this overwath the expression @&imin L2 and with the

use of aspect to express it.

4.1.L1andL2

In this section, we aim to clarify the terms ‘filsinguage’ (L1) (in reference to TAL1, and
French by native speakers), versus ‘second lang(a®je which is used to designate the French
variety spoken by our Tunisian learners. We comside terms L1 and L2 in the light of the
definitions of Klein (1986). According to him, tleeexist four modes of language acquisition.
Klein's (1986, p.15) table reproduced below exgaach mode:

Table 6. Basic modes of language acquisition

Acquisition of language
Age A B Designation
1. + - monolingual FLA
$=3yrs. + + bilingual FLA
3—4 yrs. up to puberty + + child SLA
after puberty - + adult SLA

First language acquisition (FLA) possibly happemdwo modes: monolingual FLA, when the
child (1-3 years) acquires only one language. Bual FLA takes place when the child at the
same time acquires two first languages. Secondubagey acquisition (SLA) can happen early
(from 3 years up to puberty) thus possibly overiagpvith FLA, which can be still in progress
at 3 or 4 years. We speak therefore of child SLAgmas adult SLA is when a second language
is acquired after puberty.

-89-



Therefore, to go back to defining L1 and L2, L1as,its name points out, what is acquired first:

“First language acquisition occurs when the learnesually a child - has
been without a language so far and now acquires @Kein 1986, p.4)

Second language is obviously the language acgsiednd. Nevertheless, the line between L1
and L2 can be hard to draw especially at a stagawh is still in progress as Klein (1986, p.15)
points out. In this project, we deal only with ad8LA acquisition. In fact, all our Tunisian
informants are adults who settled in France forkwor professional purposes. One group of
informants is made of speakers who had to learndfréspontaneously” as opposed to “guided”
or “tutored” learning (Klein 1986). The term is guded from Klein (1986, p.16) and it means:

«The term 'spontaneous learning' is used to dethetexcquisition of a
second language in everyday communication, in arakfashion, free
from systematic guidance. A prototypical case & tf a Turkish worker
who settles in a West European country not knowisghgle word of the
local language and who manages to acquire - thrdiglsporadic and
systematic social intercourse with the broaderetgci some knowledge
of the language. A 'purer’ example of spontaneeasning would be the
missionary or social anthropologist who attemptsnttster the language
of a hitherto unknown tribe, relying on his (po$gilsomewhat
pathological) social intercourse without the beneff any sort of
guidance. Spontaneous language acquisition is mgybut uniform. The
person who learns a language independently in dodeanslate the bible
into that language does so in quite a different fWwayn someone who
arrives in a strange country in order to seek egmpent for an
unspecified period of time and throughout that times there, relatively
cut off from the native population, preferring tloempany of his
compatriots. »

Additionally, our L-educated informants have litdeno knowledge of any other language at all
except their L1. Those learners are similar to ¢hofsthe L2 French speaking informants who
took part in the European Science Foundation (E86ject that took place in the eighties:

Moroccan or Turkish immigrant workers in France iersed in “natural” acquisition of the
language (Bhardwagt al. 1988; Dietrichet al. 1995; Perdue 1993a; Perdue 1993b).

We take into account in our analysis the learneietias as they appear in their actual
productions on the complex task completed for tmp@ses of this study. We therefore adbt
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learner variety perspectivavhich represents a radical view and a break ftbentraditional
concepts of “interlanguage” and “approximate systerwhich take a *“target deviation
perspective” when analysing learners’ productidflgi( & Perdue 1997, p.309). In fact, these
latter concepts rest on the assumption that themdealanguage is a “system in between,
incomplete compared to the “target” system as ramat by Klein (1998, p.537). The learner
variety perspective goes back to research prog@ctthe languages of adult foreign workers (for
example the ESF project) and it has three charatbsr (Klein 1998; Klein & Perdue 1997,
Perdue 1993b): First, the acquisitional procesa fsontinuous and gradual process” with no
clear-cut boundaries between the various learneeties through which the learner goes.
Furthermore, the organisation of learner varietieg the learner’'s development across them are
quite systematic. Second, learner varieties avetstred by a set of organisational principles that
interact with each other. The type of interactiaries from one learner to the other and it
changes over time. Learning a new component ofatihguage would entail the reorganisation of
the whole variety. Last, learner varieties are iehdy systematic. They are “systems on their
own right” characterised by a set of organisatigraiciples, just like fully developed languages
such as French or German. They should not be tescim terms of errors and deviations from a

“norm” or “a target” language (Klein & Perdue 1997)

4.2. Acquisitional stages

As for the acquisitional process, the still groursdtking findings about its development are
those resulting from the ESF project. The studeeset on the ESF project identified three basic
stages, which still constitute the ground for ak subsequent refinements made by functional
theories on learner varieties. The three main stagentified in the ESF studies of language
acquisition are: there-basic varietiesthebasic varietyand thepost-basic varietieswhile the
pre-basicandbasicvarieties are maintained in subsequent investigafithe stages beyond the
basic varieties received further attention. It Wi topic of a special issue AfLE'! in 1997.

The varieties beyond the basic varietiyl(anced varietigswere investigated later. The central

1 Acquisition et Interaction en Langue Etrangérép(hfaile.revues.org/)
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research which constitutes a valuable contributegarding the advanced varieties are mainly
those by Bartning (1997; 2009a; 2009b) and Bart@girgchlyter (2004). The advanced learner
variety was the subject of investigation of the bedited by Labeau & Myles (2009). It grouped
studies that have investigated in more depth theeties beyond the basic varietgdvanced
varietieg and further divided them in three stages (stdgé&sand 6). Bartning & Schlyter (2004,
p.296) justify this division in the following:

«La raison pour laquelle nous divisons la variétéaasee en trois
niveaux est due au fait qu’au fur et a mesure dirgetlangue se
développe, cette évolution crée une richesse désgwns qui permettent
un choix dans le répertoire.
The article by Bartning (2009b, p.16) brings in twmre reasons for dividing the advanced

varieties into 3 stages:

«Another reason is that the acquisitional pace sldewn and it looks as
though the advanced stages are more like a ‘plateawhich to linger
rather than a rapid step to take. Another intangséixplanation for the
extensive variation at advanced levels would b¢ofacconcerning the
representation of knowledge in the L2 user. »
We introduce in what follows the basic three stagesutlined by Perdue (1993b, pp.104-110),
then describe their main characteristics. Afterwande review the major refinements of the

advanced varieties.

4.2.1. Acquisitional process according to ESF stues

Stage A The Pre-basic varietiesthey are the first learner attempts to producectional

discourse based on what they have selected frompl¢ of the new language. They are lexical,
i.e., they consist of simple lexical items (nouadjectives, verbs used like nouns; i.e., in an
invariable form; adverbials like calenddficnoun phrases...). These lexical items are put

together with the aim to produce meaningful utteesn Furthermore, they are heavily context-

2 The term is used in Perdue (1993).
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dependent. In addition, they do not show functioimfllection, they rarely contain complex
constructions except “rote forms” (individual lealdatems). Finally, they are not subject to the

source language influence as they do not imply wRatdue (1993b, p.105) calls “re-
lexification” i.e., word-by-word reoplacement ofetih.1 constructions. Temporal devices at this

stage consist mainly of adverbials, notably caleindarases.

Stage B The basic varietyit is characterised by the presence of verbbeir base formA base
form is a form of the verb selected by the speakdris / her speech. It can be the infinitive;
which is usually the case in English according éodBe (1993b, p.90). It is also the preference
for Turkish learners of Dutch. It can be the bagebvstem (Moroccan learners of Dutch) or even
a generalised inflected form; i.e. a selected difidrm (Swedish). Those forms are uninflected

verbs. In fact, learners at this stage producemite fconstructions except rote forms.

« (a) Utterances consist either of simple nounsa arerb with some

nominal complements; they can be complemented tgradls in initial

or final position (sometimes, especially in ansteea question, there are

only adverbials); (b) Verbs show up in a singlenipthebase form In

English, this is usually the bare stem. In othegleages, it may also be

the infinitive or even a selected finite form; (Ehere is no copula; (d)

Adverbials are mostly of TAP-type, that is, theesify a position. They

can be deictic fow), anaphoric (before) or ‘absolute’Synday,

Christma$. There are also a small number TAD and TAQ a #arly

point. » (Perdue 1993b)
The way words are put together at this stage falavelearer pattern than in the previous stage.
Its structure is more or less the same for alllees at the same stage regardless of their source
language or target language. As for temporal methieslearners’ repertoire shows progressive
development as it can include in addition to theru@aric devices, a variety of adverbials. More
importantly to us here, the basic variety has nusdeor aspect marking. Nevertheless, the
function of the basic variety is not as narrow asiight sound. It represents a “sufficiently
furnished house” as Perdue (1993b, p.108) put tatit allows the learner to do is indeed very

significant as pointed out:

«What the basic variety allows is the specificatdbrsome time span — a
relatum -, its position on the time line, its dimatand (if iterated) its
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appropriate functions.

frequency. The event, process or state to be sduat time is then
simply linked to this relatum. All the speaker hasdo now is shift the
relatum, if there is need. More systematically, van describe the
functioning of the basic variety by the followinigrée principles. (i). At
the beginning of the discourse, a time span —rhiali Topic time Th —
is fixed. This can be done in three ways: a) Byliekgntroduction on
the informant’s part (e.gwhen Italia ‘when we was in ltaly’); this is
regularly done by a TAP [positional temporal advalijbin utterance
initial position; b) By explicit introduction on éhinterviewer’s part (e.g.
what happened last Sunday? Or what will you do i@&xiday?) c) By
implicitly taking the ‘default topic time’ — thertie of utterance. In this
case, nothing is explicitly marked. T1s not only the topic time of the
first utterance. It also serves as a relatum tealisequent topic times
TT,, TTa, ... (ii). If TT; is given, then Tik; — the topic time of the
subsequent utterance -is either maintained, or gdwhnIf it is
maintained, nothing is marked. If it is differenthere are two
possibilities. The shifted topic time is explicitigarked by an adverbial
in initial position. The new topic time follows fm a principle of text
organisation. For narratives, this principle is tamiliar PNO ‘Order of
mention corresponds to order of events’. In otherds, TT.; is some
interval more or less right-adjacent to ;TT...) Principles | and Il
provide the temporal scaffolding of a sequencettdrances — the time
spans about which something is said. The ‘timeimfason’ of some
utterance is then given by a third principle: The relation of TSitto TT
in the basic variety is always CON, i.e., ‘moreless simultaneous’. TT
can be contained in TSit, or TSit can be obtaime@dT, or both, i.e., they
are really simultaneous. In other words, the basidety allows no
aspectual differentiation by formal means. » (Perti®93b, pp.106-107)

Stage C:Beyond the basic varietyif the learner's development proceeds beyondhthsic
variety'®, he / she starts to increasingly adapt to theifigiées of the target language. Initially,
the post-basic varieties would manifest formal atwn, which would precede functional use.

This form-before-functionstage shows the co-existence of morphological $onmth no

Furthermore, the development beyond the basictyaseslow and gradual. The learner slowly
increases his / her vocabulary and the forms anme rmod more used for appropriate functions.

13 All the learners do not develop beyond the baariety, it was the case of some speakers in thegE§Ect such

as Mahmut and Zahra (Perdue 1993b, p.108)
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One significant characteristic of this stage is that tense marking is acquired first. It therefore
precedes aspectual marking. Another observation made by Perdue (1993b) about this stage is tt

irregular morphology emerges before the regular one.

Conclusion

The three acquisitional stages as generated by the ESF studies still constitute a solid theoretic
framework for understanding the developmental process of acquisition. In the following table,
we summarise the general tendencies observed in learner varieties regarding the expression
temporality and the connection of utterances in discourse. This detailed exposition will help us
determine our learners’ acquisitional stages later on.

Table 7. General tendencies of expression of temporality and discourse cohesive devices in learner
varieties according to the ESF studies (Perdue 1993b)

Aston University

ustration removed for copyright restrictions

As we can see, while the boundaries of the pre-basic and basic varieties can be easily drawn fro
the characteristics detailed above, the varieties beyond the basic variety are less refined in tr
framework presented by Klein & Perdue (1992; 1997) or Perdue (1993b). In Bartning & Schlyter
(2004), six acquisitional stages are proposed for French learners. The advanced learner varieti

are further refined in more recent work (cf. Bartning (2009a; 2009b)).
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Bartning (1997; 2009b) add to the three stagesritbestabove a fourth one: THeear-native”
stage. This stage is characterised by near-nagxiedn and grammar usage. Nevertheless, the

grammatical intuition and discourse organisatiomaiffer from those of native speakers.

According to Perdue (1993b, p.116), achieving malike competence in the target language is

possible

«There are a number of learners who approach tigettaariety to a

degree where it is at least very similar to a reaipeaker's competence.

We have no evidence that an adult second langeagedr is in principle

unable to achieve full mastery of the target lagguaas far as the

expression of temporality is concerned. This da#semclude of course,

that such changes of ‘the language processor meyidt for other

domains of language, such as phonology or intonatio
Furthermore, he argues that the source languagpeatkers does not exert significant influence
on the acquisition of temporality in a second laaggu{bid., p.117). This statement is a little bit
challenged by the findings of Leclercq (2007; 202@)9) who finds out that the L1 of her near-
native speakers still affects the way they concdge and hence verbalise events. Moreover,
she concludes in accordance with Perdue (1993h) thiea most difficult task for the very
advanced learner is to reorganise his / her conaépation of events according to the target

language principles.

4.2.2. Further developments: theadvanced varietie¢Bartning 1997; Bartning
2009a; Bartning 2009b; Bartning & Schlyter 2004; Lé¥eau & Myles 2009)

In their article dtinéraires acquisitionnels et stades de développdmen francais L2,
Bartning & Schlyter (2004) propose, inspired by matudies notably those related to the ESF
programme, studies on grammaticalisation proceasdsthe processability theory (Pienemann
2005a; Pienemann 2005b; Pienemann 2007), six atigoéd stages in French L2 after studying
the developmental sequences of about 20-25 criggrebobserving many linguistic phenomena
in two separate corpora of spontaneous speech gedday Swedish learners of French. These
phenomena are verbal morphology and agreemeng sspect and modality (TAM), negation,

object pronouns, genre; and subordination. Theynsamse the logic behind the acquisitional
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development they propose as follows:

«La premiere tache de I'apprenant est de constrdies énoncés. Pour
ce faire elle/il se sert des structurations d’énémdifférentes : nominale,
verbale non fléchie et fléchie; I'apprenant metadwellement en
grammaire ces formes verbales et développe I'accomtbal.
Simultanément il a besoin de référer au temps passtemps futur etc. ;
ainsi il développe un systeme TMA. Un autre systBBuessaire et
précoce est la négation : il a besoin de réfuterndancer son discours.
Pour la fonction référentielle I'apprenant a recsuraux entités
exprimées par les SN, les déterminants (définitadejel/virtuel), les
adjectifs (les propriétés) ainsi que leur morphaéogropre au francais.
L’apprenant acquiert de plus en plus de lexemes,qoke l'aide a
distinguer les formes différentes et ainsi a sedarela morphologie.
Tres tét, I'apprenant a besoin de nuancer, d’exgdiq de complexifier
sa pensée et son argumentation (il s’agit d’adutiest les structures
cognitives sont déja en place), et il le fait pabiais de la subordination
et des connecteurs. Pour la construction des érmnagssi pour les
énonceés complexes (la subordination), I'apprenanteeours, presque
des le début, a la prédication erlest L’apprenant s’en sert tot et
frequemment. Plus tard dans le développementrlgtatration enc’est
est liée a la subordination par le biais des clséges pseudo-clivées etc.
Tous ces phénoménes se refletent de fagon paralkhs les deux
corpus.» (Bartning & Schlyter 2004, p.297)

The six acquisitional stages proposed can be susedaas follows (Bartning & Schlyter 2004,
pp.293-296):

1) The initial stage:This stage is similar to thpre-basic varietydescribed above. It also
incorporates the transition to thmasic variety.It is characterised by nominal structuring of
utterances, lack of mastery of inflection, use efjation as Neg X such asof grand-li), rare

use of the past tenpassé compodérmsbut not necessarily in its appropriate contexts.

2) The post-initial stageThis stage partially compares to thasic variety It is characterised by
Bartning & Schlyter (2004, p.295) as follows:

«Ce stade est caractérisé par I'apparition de quekjuyphénomenes
grammaticaux, mais encore trés variables. La suimatibn simple
introduite parquand, parce quet qui, queapparait. Il y a apparition de
la négation préverbal@e sanspas a c6té de la négation postverbale.

-97-



L’apprenant commence a utiliser des formes verbaleslales (suivies

d’infinitif) et le futur périphrastique. Son empldu PC est devenu plus

productif. Ainsi on voit que certains morphemesngraaticaux libres

apparaissent tot. Quelques apprenants guidés emitiparfois I'imparfait

sous forme dettait et avait Les formes verbales non-finies dans un

contexte fini sont encore fréquentes mais le nonderéformes finies

courtes’ augmente. L'accord sujet-verbe est margaé I'opposition

entre la £°et Z™personne au singulier pour les verbes non-thémasiqu

étre avoir ainsi que pamous V-onsen alternance ave@ous V, sans

désinence. Les pronoms objet sont généralemenigsEs. L'apprenant

a ce stade recourt fréquemment cest en tant que constructeur

d’énoncés et de structure passe-partout (Bartnii®97b). Une

comparaison avec le projet ESF suggéere que ce nivearespond en

partie a la variété basique : la plupart des énancéntiennent un verbe,

mais la morphologie de ces verbes est loin d’établé.>»
In other words, the post-initial stage is charaseésl by the use of verbs but with an unstable
morphology. Furthermore, what separates it fromgrevious stage is the evolution of some
grammatical phenomena such as the emergence ofdsudtton withquand, parce que et qui,
que and of verbal negationith ne without pas. The passé composé used more productively,
at the same time, non-finite verbal forms are &ilind in finite contexts. The presentativest

is frequently used as an utterance constructor.

3) The intermediate stagefhe learner variety at this stage manifests moatufes that are
regular even though it remains very different frima target language. The learner has a better
grasp of negation, uses the past tense in almiogastl contexts. He / she also makes use of the
periphrastic future. In addition, causal, tempored¢jative, completive and interrogative

subordinate clauses as well as the first stancsslgfinctive emerge.

4) The lower advanced stagstade avancé bas): More complex structures apgiethis stage
(e.g.,conditione) plus-que parfait and thesubjonctij. Furthermore, more complex devices of

negation emerge and are correctly used, suclemsjamaisandpersonne

5) The medium advanced stagstade avancé moyen): This stage is charactefisethe
development of verbal morphology, more productise of thesubjonctifand the appearance of

thegérondit
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6) The higher advanced stagée stade avancé supérieur): Only at this stages dezbal
morphology get slabilised. The use of complex $tmes and of the connectarsfinanddoncis

native-like.

Bartning (2009b, pp.14-15) provides a discussibrthe features of the different morpho-
syntactic categories, which distinguish the advdnaieties. These features are of two types:
target-like features and idiosyncratic featureggétlike features, such as TAM, develop with
variable speed and gain in complexity. Some of tla@enpresent in learner varieties from the
beginning, such a% (ne) sais pasdiosyncratic features include non-targetlikenfist and what

is calledtransitory features, those that are used then disappeaex@mple, the verb forms
ending in /e/, called Ve in Perdue (1993b), used dsfault form for many functions and forms
(-€ -ais, -ai, -ez -er...), andc’est which is used in first stages to replace othercttires (t’est
chaud. Furthermore, Bartning (2009b, pp.20-26) goeo ideeper details regarding the
characteristics of advanced varieties, reviewing literature on this matter. She suggests a
seventh stage, which would distinguish the advarstages 4-6 and the near-native competence.
She highlights the following specificities aboutvadced stages that further confirm the
existence of discriminating factors between advdnecarieties and near-native speakers of L2
French:

- The acquisition of thplus-que-parfait

- The influence of L1 on the conceptualisationashporal system of the L2 as discussed.
- The mastery of the third person plural morphology

- Choice of perspectives, which is also influenbgdhe speakers’ L1

- Reference to person in discourse relying on gratiwalised devices such as zero pronouns and
clitics.

- Semi-negation (omission o), appearance afen, personneas subjects and objects, as well

asaucun ne...que ne...plusandne pastinfinitive, ne..plus ne...personnepersonne ne..
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- Integration of the scope particlesugsj encore..) in the utterance structures, the last ones

emerging being the tempomhcoreanddéja

- Use of sequences likli coup en fait en tant quepar rapport § etc.

- Increase in fluency.

The characteristics of theear-native varietyare presented as follows by Bartning (1997, p.20)

« Traits caractéristiques : lexique et grammairgpencipe sans fautes;

intuition grammatical differente de celle des matiforganisation

discursive non-native. »
Bartning (2009a) exposes the preliminary resulta pflot study, which attempts to distinguish
between the advanced varieties and the near-na#ixieties. She argues that the difference
between the two profiles is that learners at adedrstages are not perceived as native speakers
by the natives of the language in question, whereasar-native speakers are. These latter
however, preserve some non-native characteristiosertain parfum d’étrangeté (Leclercq
2007).

Conclusion

As outlined in the research studies reviewed abtheepost-basic stage of language acquisition
as put by Perdue (1993Db) is a vast variety thabmposed of many stages called #duvanced
stageswith no sharp boundaries. As we are interestecpemspective taking in retelling
simultaneous situations, we attempt to summarisarthin characteristics of the three advanced
varieties and the near-native variety as far asetgression of tense and aspect as well as

discourse connectors are concerned.
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Table 8. General tendencies of advanced and nearinge varieties

Bartning &
Schlyter (2004)
Corpus of Lund

Corpus InterFra,

Stockholm

Tense and Aspect

Discourse connectors

Nominal structuring

Use of connectorst, mais

Initial stage inappropriate use ¢#C andpuis
Emergence of subordination
Post-initial Unstable mor_phology quand parce que et qui, que
More productive use of \ ’
stage Use ofc'estfor as an

PC

utterance organiser

Intermediate
stage

Appropriate use of past
tenses

Use of periphrastic future
Emergence of subjunctiv
Temporal subordinate
clauses

Development of
| subordination (causal,
I"temporal, relative...)

Appearance of more

Diversification of connectors

Advanced complex structures

low stage conditione| plus-que- %v:i;use oparce queand
parfait, and thesubjonctif

Advanced Inflectional morphology | Relatives withdont

medium stage

still developing

Appearance ofjérondif

Slabilised inflectional

Native-like use oenfinand
donc
Capacity to manage many

Advanced . . . .
high stage morphology, appropriate| informational levels in an
use of forms utterance
Native-like use of macro-
structural relatives
Very .
Bartning (2009a) | advanced / Influence O.f Ll. n Native-like use of discourse
. : conceptualisation of
Pilot Study Near-native o connectors
; temporal distinctions
variety

By so doing, we are

more importantly intereste@stablishing the acquisitional stages of each

one of our informants based on their oral produstion fact, as argued by Bartning & Schlyter

(2004, p.297), the acquisitional itineraries sugggsn their framework are very useful to

determine the profile of a second language learvée. indeed use this framework in

combination with the three acquisitional stagesiified by the ESF studies to determine the

profile of each of our French L2 informants. Itwerth noting however that the analysis of the

development of tense, aspect and modality focusggast tenses, future tenses, modality, and

the subjunctive. Nothing is mentioned about the rgerce and development of the on-

goingness markereq train de.
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4.3. Learners’ expression of simultaneity

The groundbreaking studies on the expression afilsameity by learners are certainly those by
Acsu-Kog¢ & von Stutterheim (1994); Leclercq (20@nd Schmiedtova (2004).

In her PhD work, Schmiedtova (2004, p.187) invesgg and compares the expressio8iofby
different groups: German and English learners oéddz As a reminder, she distinguishes
between explicit temporal devices (e.g., aspectualking, temporal adverbials, etc.) and
atemporal means (e.g., spatial means and perceibs) for expressingim

She hypothesises that learners would be differemh inative speakers regarding the way they
mark Sim In fact, she emphasises that native speakersivim@imore successful in markisgn

and that learners would be more inclined to expsesgientiality of events instead. Her results
confirm this hypothesis, that learners’ markingSuhis different from native speakers’. In fact,
both groups of learners produce a comparable nurabéfailures”, which means here “no
marking” of Simwhere there should be. Schmiedtova (2004, p.1@dglades that the learners’
behaviour on the task is generally different frdrattof native speakers. Furthermore, she finds

out that the two groups of learners use atempanatds in the same way to expr&ss

«English and German subjects employ more expligmaoral means
than Czech subjects in their respective sourceukage as well as in the
target language. In addition, German native spsakpeaking German
use atemporal means more frequently than Engligivenaspeakers
speaking English. English and German learners @&cRzby contrast,
show a different trend: they do not differ in thege of atemporal means.
This finding suggests that learners, irrespectivtheir source language,
follow the same path when expressing simultanedayexplicit atemporal
means. » (Schmiedtova 2004, p.175)

This means that learners use a similar alternagivategy to express the relation $im to

compensate in case they experience a “failure”.

However, L2 learners show a different behaviour witeomes to the use of temporal means to

expressSim This difference is explained in the following:
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«As far as temporal devices are concerned, Czethenspeakers use
them more often than any learner group. Englishestdb employ an
equal number of temporal means in their retellimythe source as well
as in the target language. German learners, onother hand, use
temporal devices more often in the target thanh& source language.
The only noteworthy difference regarding the usaigeemporal devices
can be found when comparing the Czech native gtougny other -
learner or native - group. This finding is mainlyedto the very reduced
use of atemporal devices by Czech native speakéis, in turn, raises
the question of why Czech speakers strongly prédenporal over
atemporal means. The answer can be found in théndooe of aspectual
marking employed most of the time when simultan&tyexpressed in
Czech. Further, aspectual marking is classifietthénpresent study as one
of the explicit temporal simultaneity markers. Cemsently, temporal
devices are employed more frequently than atempdesices. In the
source language German, aspectual marking is coehpleabsent.
German native speakers counteract this by using mtamporal means
for marking simultaneity. English has both optionie: use aspectual
marking and to employ atemporal means when exprgssmultaneity.
The fact that atemporal means are employed moea &fy English than
by Czech native speakers indicates that when esipgesimultaneity,
English native speakers rely on aspectual marlesg than Czech native
speakers.» (Schmiedtova 2004, pp.178-179)

As Schmiedtova (2004) demonstrates, the temporakingaof simultaneity in a L2 is highly
influenced by the specificities of the speakers. Ktcording to Leclercq (2007, p.295), L1

affects only the use of adverbials by her Frendakers of L2 English (our addition is between

parentheses):

«Les apprenants continuent parfois a les employdvdebes temporels)
de maniere francophone (clip Hotdog), alors que Slad'autres
circonstances (clip Canal+), les choix des appresativergent de ceux
des deux groupes de locuteurs natifs
In fact, as far as the use of aspectual markingpiecerned, she finds out that very advanced
learners’ productions differ from their L1 pattefrhis brings us to the following section where

we deal with the use of aspectual marking in metait
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4.4. L2 learners’ use of aspect to express simultary

Some studies show that the way learners use agppenturking to expresSimis to a certain
extent affected by the properties of their mothanguages. For instance, in her work,
(Schmiedtova 2004, p.179) tried to find out the Wearners with diverse language backgrounds
mark simultaneity in Czech: whether they make déife choices and ma&imlike they do it in
their source language; or in a similar way irresipecof the marking preference in their source
language. She observes that English learners relgspectual devices to expreé&is In fact,
they use what she callss&ronger aspectual styl@ise of aspectual contrast or juxtaposition).
German learners of Czech favour tmdverbial style(use of temporal adverbials only) even if
they master aspectual distinctions in the targeguage. She explains the differences between

the two groups as follows:

«The differences in aspect use by learners indhget language appear

to be motivated by the system of the respectivecsolanguage: English

learners of Czech use derived imperfectives mdiaause English has a

complete grammatical marked form for the expressioh the

imperfective aspect —the suffixng. German learners, on the other hand,

go for the derivation of the perfective aspect byams of prefixation in

Czech because German has a wide range of verb@gsrehat, like

Czech prefixes, change the lexical meaning of b wed can also have a

perfective meaning.» (Schmiedtova 2004, pp.261-262)
Schmiedtova (2004, p.262) explains that the diffees she observes between L2 learner
productions by language-driven differences. In ,fabey use aspect differently due to the
language specificities of their L1. However, shéengoout that the learners know how to make

use of aspect in a target-like manner.

The influence of the L1 on the use of aspect inid Aot always attested though. For instance,
Leclercq (2007; 2008; 2009) observes, on the contthat her French L2 learners of English do
not at all follow the way aspectual contrast ofnfigris used in their native languages. Instead,

they use the pattern of English native speakers.sBmmarises this finding as follows:

«Les apprenants suivent de trés prés le schéma dguage aspectuel
des anglophones (...). Dans tous les cas, les apptensiécartent
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largement de la norme des locuteurs francophonegsnaui sont trés

sensibles au caractere duratif d'un événement,tiéisent le contraste

aspectuel de maniére tres similaire aux anglophoriéstre groupe

d’apprenants quasi-natifs semble non influencé lparusages de FrL1

pour le marquage du progressif (Leclercq 2007, pp.292-293)
Two studies on two different languages give wayliféerent results: L1 specificities affect the
way speakers of a L2 use aspect to n®irk in the study bySchmiedtova (2004pr L1 does
not seem to affect the learners’ use of aspect.dlifierence between the studies also lies in the
profile of the learners included. While Schmiedtof2®04, p.112) investigates L2 learners
belonging to three proficiency levels: basic, mediand advanced levels, Leclercq (2007) deals
with near-native L2 speakers. One might therefoypothesise that while L1 specificities
intervene in aspectual marking 8imin an L2 at basic, medium and advanced levelsight
not exert such a prominent role at a very advancedr-native) stage, when only macro-
structural influence can be observed (e.g., the acyerbials are used by French near native
speakers of English in Leclercq's (2007) study).

In the next chapter, we narrow down our reviewdeus on the use of on-goingness devices in

the expression ddim
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CHAPTER 5. ROLE OF PROGRESSIVE MARKING IN

EXPRESSING SIMULTANEITY
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5.0. Introduction

In this chapter, we focus on the concept of sernamiigoingness, and what is known as “the
progressive aspect”. We start with an attempt fondeéhe semantic notion, then we move on to
provide an overview of the expression of this notio different languages in order to set the
background for the languages we are investigativig.finish the chapter with a description of
the possible devices according to the literaturexjoress the aspectual value of on-goingness in
the two languages, Tunisian Arabic and French. Witte part concerning Tunisian Arabic as a
First Language (henceforth TAL1), we attempt toegev broader description of the temporal

system of this language, which is still relativelyscure in the research field of linguistics.

5.1. Notion of on-goingness

Any investigation of the on-goingness of a situatioas to distinguish firmly between the
semantic notion, i.e. of a situation in progressaatertain reference time, and its formal
manifestation, that is to say, the linguistic degiemployed to express it (designated henceforth
by PRG markers). In fact, while semantic on-goirsgnes a universal concept, its expression
differs from language to language. It is not neaglsovertly marked by a distinct morphology
or form. Only few languages have the PRG categasyteported in the Dahl's (1985) survey.
Many others do not code PRG on the verb, but haexidl entities expressing the semantic
notion of on-goingness, e.g. French withn«rain de (Bertinettoet al 2000; Carrollet al
2004).

The predicate type and the inherent temporal ptigsenf the lexical content in an utterance play
a significant role in the use and meaning of thegprssive form (Bardovi-Harlig 2008; Vendler
1967b). Vendler's (1967b) description of predicgfees shows how the English progressive can
occur with certain lexical contents only. In fabts description of the continuous meaning in
English verbs, expressed by the progressive fdfHimg in comparison to non-continuous
meaning, highlights the notion of phases of an oimg process and the progressive form
highlights one of those phases. He proposes th@estverbs such deve andknowdo not have
progressive forms because of the “internal conttaxh between the stativity of the verb and the
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non-stativity which is an essential feature of filregressive”. The progressive is said to be
predominantly associated with the verbs belongmghe Vendlerian classes of activities and

accomplishments.

Activities and accomplishments constitute the psgie verbs for the use of the progressive
(Bardovi-Harlig 2008). Whether the class of achieeet* verbs can admit the progressive or
not is subject to discussion (c.f. Vlach 1981, @@-278). According to Dowty (197%)
achievement verbs force a repeated meaning andateeseparated from the verbs that admit the
progressive. Binnick (1991), Bertinetto (2000) adlws Klein (1994) attest the possibility of the
occurrence of PRG with achievement verbs despié& thunctual instantaneous character. In
fact, the use of PRG “durativises” achievement sewthich become "gradual completion verbs"
e.g., ‘increase’, ‘get fatter’ (Bertinetto 20005p9). Klein (1994, pp.34-35) also shows the
compatibility of durative adverbials suchfas five minuteswith an utterance likee opened the
window Klein's (1994, p.9) definition of the progressaecounts for its relation to the lexical
aspect, for it is based on the notion of state, eimahge of state. He states for the English

language that

« With the progressive form, the TT is properly t@aned in the first

state of the situation (which is the only one festate situations and

which has no TT-contrast for O-state situations) ».
Furthermore, in a recent article, von Stutterhamal (2009, p.204) make the distinction
between the use of the progressive marking in Bruvas killing Caesar’ and the use of the
simple past in English in “Brutus killed Caesarher following quotation summarises their

description of both aspectual values:

14 Achievement verbs such as “recognise”, “win (thee)” capture the beginning or the climax of annevenlike

accomplishments, they cannot last a long tempatafhval (Mourelatos 1981, p.192). In Klein's (198%4mework,

the durativity / punctuality criteria are not pat the lexical content but world knowledge. For myde, he

illustrates explaining the difference between <findugget> and <find a bucket of huggets> doeslepénd on the
lexical aspect of the verb to find, but on the @aptaalisation of the object found (see for a dismsKlein (1994,
pp.85-90)).

15 Cited in Bardovi-Harlig (1998).
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«In Brutus was killing Caesarthis time must overlap with the time of

Brutus’ activity, but not the time at which Caesadead — the end state

of the second argument. Brutus killed Caesathe time at issue must

overlap with the time of Brutus’ activity as wel ghe two other time

spans —the time at which Caesar was alive (youatakilh a dead man)

and the time at which he was dead. In both casesdib meaning of to

kill included an end state — a temporal of “Cadsadead”; but in saying

Brutus was killing Caesathe speaker is not committed to the claim that

this end state is reached; in Brukiked Caesarhe is committed to such

aclaim. »
As outlined by the examples taken from Klein (19940 von Stutterheinet al. (2009), the
focus is on the expression of the progressive iglisim Furthermore, the marker of the
progressive in English is not equivalent to a markiethe same aspectual value in another
language. Nevertheless, we use the following exesnfrlom English, a language where the
category is highly grammaticalised, to schematigeuse of the progressive aspect and illustrate
its interaction with the lexical aspect. The squanackets [.] below represent the topic of time, --
- represents the source state, +++ representsatbet tstate, and === represents the only one

state of situations.
Paul was opening the window ~ ----- [------]--
Paul was running ====[===]=====

Some studies based on the Heidelberg project fdcosehe contexts of use of the progressive
marking in retelling different types of situatiorihe main findings that inform our study of the
expression of on-goingness stipulate that causateats involving a qualitative change of an
affected object such aknjtting a scarfor making an airplangrepresent a prototypical context
for expressing on-goingness. In fact, in the laggsawhere the progressive marking is absent
(for example, German) or not systematically uset igsnot fully grammaticalised (for example,
Dutch); the selection of an “aspectual perspectigdiigher with causative events presenting a
contrast between the source state of an eventhanthtget / end state von Stutterhesimal
(2009). This finding about the relevance of endfwim taking an aspectual perspective is

supported and approved by many research studiedifterent languages (Carroll & von
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Stutterheim 2003; Carro#it al. 2004; Leclercq 2007; Leclercq 2008; von Stutterh& Nise
2003; von Stutterheirat al.2002; von Stutterheirat al. 2003; von Stutterheirat al. 2009).

5.2. Degree of grammaticalisation of the notion afn-goingness

We have argued above that the expression of orggess in language had close affinities with
the temporal properties of lexical contents. Wenpaiut here, following the research on the
expression of on-goingness in different languadpes, tunlike the perfective or imperfective
aspects for instance, the progressive shows “lemsirgaticalisation of form” (Bybee & Dahl
1989, p.56). In fact, languages have distinct mosghtactic means for expressing on-goingness
(Bertinettoet al. 2000). In what follows, we explain what the cortcep grammaticalisation
means, and then we move on to give a general @werabout the possible markers of on-

goingness in different languages.

First, let us explain the concept of grammaticélisaas it was defined in the literature. It is the
process of development of lexical entities intomisethat fulfill grammatical functions in

language, i.e., into grammatical markers.

«Out of lexical material by a gradual generalisatd meaning which is

paralleled by a gradual reduction in form and fasioth the head (in this

case the verb). Perfect and progressive are lemsingaticized, less

general meanings, and thus show less grammatmizadf form. »

(Bybee & Dahl 1989, p.56)
Moreover, it designates the development of granuakidied items into more grammaticalised
ones. The term grammaticalisation was originaliyjed by Meillet to mean “the attribution of a
grammatical character to a formerly autonomous Wétbpper 1996, p.218). Hopper (1996)
points out that the change from lexical categotegrammatical ones is principled. Moreover,
he posits five “principles of grammaticalisationlayering’, ‘divergence’ ‘specialisation’,
‘persistence’ and ‘de-categorialisation’. Layeroignotes that grammaticalisation of a form does
not result in the elimination of old forms. Indeeshen a new layer emerges in a broad
functional domain, the older ones do not disappearemain and even interact with the newer

ones. Divergence signifies that when one form dm&In a clitic or an affix, the original lexical
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form may continue to exist and function as an aotoous lexical category. Specialisation is a
fundamental aspect of grammaticalisation. The dagment of a form into a function as a
grammatical category narrows down the wide rangpassibilities available in a language to
express the desired grammatical function. Persistaneans that some lexical traces of a
grammaticalised form in a language continue to tessd to constrain its grammatical
distribution. Finally, the de-categorialisation mariple is the “loss of categoriality”. In fact,
categories of Noun or Verb would develop into aeotbategory, such as adverb, auxiliary or
preposition and not the opposite (Hopper 1996,3fp231). This principle is open to discussion
given some existent examples, such as “the upgdawas of life” in English or fe pour et le
contre' in French.

To sum up, the process of lexical items develojtg a grammatical category is accompanied
by many changes: “semantic impoverishment”, i@sslin semantic complexity and expressive
value, loss in pragmatic significance, loss in gtamsubstance, reduction of the members to the
same morphosyntactic paradigm and the acquisitianfxed syntactic position (Heine & Reh,
1984:675°.

As far as markers of progressive aspect in diffel@amguages are concerned, they have common

origins as pointed out in the following,

«Putting aside the exceptions represented by FrandhAlbanian, the
original meaning of most PROG (progressive) devicesst have been
that of a stative construction, expressing the mledeing (i. e., finding

oneself/ itself) in a state”, as is especially cle@h the forerunners of
Romance and English PROG constructions, as noteekah relation to

examples (25). The purely dynamic (or processuaamng, which is

particularly salient in the focalised type, is inosh cases a later
development, attained at the end of a rather Igngtammaticalisation
process. In other words, it appears that most PR@Gtructions started
out as “actional” periphrases, rather than trulgp&ctual” ones. The
complete attainment of the latter status correspdodthe stage of full

16 Cited in Hopper (1979, pp.222-224)
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grammaticalisation. » (Bertinettd al. 2000, p.539)

When the tools used are the only ones availabéxpoess the notion of on-goingness, we speak
of devices that reached a status of complete graivatisation (e.g., English, Icelandic,
Maltese) ibid., p.527). According to Bybee & Dahl (1989), thegressive, “usually” has “a
periphrasic expression” in languages. It is “lesangnaticized” and therefore shows “less
grammaticization of form” compared to the imperfeetor perfective aspects (Bybee & Dahl
1989, p.56). When the PRG markers are not fullyngnaticalised, there exist more than one
lexicalised devices or constructions, which compatdinguistic usage; such as the case for
French and Albanian (Bertinetét al 2000).

Due to its various realisations in different langes, the question of whether PRG has to be
considered an aspect on its own right has also aslezd ipid., p.517). For example, comparing
the progressive in English and in French, Vett&é896) considers PRG as an aspect in English
due to its obligatory character, as it cannot h@aeed by any other form; while in French it
belongs to the lexical domain as its use is opti@amal can be replaced, for instance by the

imparfait

5.3. Marking on-goingness in Tunisian Arabic and irFrench

In this research, we look at the following languag&ALl, French L1 and French L2 by
Tunisian Arabic learners. We start this overviewhwiiAL1, and we linger on the description of
its temporal system, because, unlike the Frenclpaesh system, which has received much
attention and various descriptions, virtually nathiis really known about how the temporal

system works in TALL.

This section is therefore based on the findingheffew studies on TAL1, which, as we will see,

date back to long ago, and on the data of thisystud
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5.3.1. Tunisian Arabic
5.3.1.1. Introduction

What we generally refer to as ‘Arabic languageinigeality a very complex entity. Arabic is

multiple, as there are many Arabic languages spoke®5 countries by about 250 million

speakers (Holes 2004, p.1). The books of Versté2@hl) and Holes (2004) give an interesting
historical overview of the emergence and develognoénArabic’ since the settlement of the

Arab tribes in the Arabian Peninsula. Before thosaquests that followed the death of the
prophet Mohammed in 623 AD, knowledge of what haygein the Arabian Peninsula is very
limited, as Versteegh (2001) points out.

Currently, spoken Arabic languages (SAL) co-exidgthwa formal variety called Modern
Standard Arabic (MSA) taught at school and usedny type of formal communication. The
following description of the linguistic situatiom iArab countries by Kirchhofét al (2006,

p.590) is quite informative:

«Arabic is part of the Semitic language family a®ives as the official
language in more than 22 countries. Rather thamgbei single
homogeneous language, however, it is more propaelcribed as a
collection of different dialects or varieties. Thst widely encountered
variety is Modern Standard Arabic (MSA), which ised for written as
well as formal oral communication (e.g., in new®adafcasts, official
speeches, etc.) and is understood by educated espetikoughout the
Arabic-speaking world. Everyday informal communicaf by contrast,
is carried out in a local dialect. The differen@@song local dialects are
considerable and affect pronunciation, phonologypcabulary,
morphology, and syntax. Widely differing dialects.d., Moroccan
Arabic and the Iraqi dialect) may hinder communarato the extent that
speakers choose to use MSA as a common languageQnly) MSA has
a universally agreed-upon writing standard; Arathi@lects are spoken
rather than written varieties. If speakers do atteto write dialectal
speech, the MSA writing system is typically usedhich consists of 28
letters (25 consonants and three long vowels). »
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No speech community speaks MSA (Al-Ansary 2004gkali 2004; Wickens 1980), and it is
therefore learnt like a second language, whileSA¢s are generally treated as dialétis a
‘diglossic’ context®. Only a few of SALs have a written fotth

The relationship between the different languageses, MSA, SALs and Classical Arabic (CA),
the language of the religious bo@t Quran, remains unclear. For example, it is generally
believed that SALs as well as MSA are derived fl0& Yet, to our knowledge, no research has
systematically compared the three varieties andiged empirical evidence of their proximity.
On the contrary, Versteegh (2001) provides evidericghat separates SALs and CA as well as
of some differences between SALs themselves.

Some researchers assume that all SALs have som@aomrounds that need to be identified

and described. For example, Farghali (2004, p28jfies this assumption as follows:

«Arabic native speakers shift from the high varietyhe low variety and

vice versa in well defined contexts. This indicatieat native speakers

not only have grammars of both varieties but thaytalso internalise the

rules that govern the switch from one variety ® other. »
We believe that mastery of MSA highly depends om ¢ducational profile. Furthermore, the
communicative contexts outside the educationalitutgins where Arabic speakers have to
switch to MSA are rare. In many cases, the intevaabf two Arabic speakers of two different
countries results in the emergence of a blend ®ftwo speakers’ L1 rather than in a switch to

MSA. However, all these points need to be checketl supported by empirical research and

" We believe that considering spoken Arabic langeaagdialects (or variations of one language) geesmany
problems. First, these Arabic languages are noayvintelligible to all Arab communities (see Ho&04, p.3).
Furthermore, there is little empirical evidence @hwehat the common ‘mother’ language would be.ddi@on, the
different spoken languages have developed gramahd#atures that are only specific to them in casitto the
written Arabic language, for instance, the progresmarkers that exist in the spoken languagesbuin Standard
Arabic. This debate is obviously beyond the scdphie study, but for the above reasons, we chosmnsider and
call TAL1 in this project a fully-fledged ‘language

18 A ‘diaglossic’ context is where a particular commity uses two media or languages: the first on¢his
vernacular used for everyday communication angéoend one is used in formal communication.

1t is generally the case of most Arabic languagesken all over the world, except Egyptian Arabiattstarted to
be used in the literature, and is therefore wriierce the 18 century, as opposed to other spoken Arabic larggiag
which started to receive attention and written festarting from the f9century (Versteegh 2001, p.132).
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they are beyond the scope of this present project.

We are investigating a SAL, which is consideredifficdlt task. Versteegh (2001, p.132)
explains the difficulty of studying a SAL as follswhe treats SALs as dialects):

«In the modern period, it remains difficult in theab world to arouse
interest in the dialects as a serious object oflysttvany speakers of
Arabic still feel that the dialect is a variety tdnguage without a
grammar, a variety used by children and women,exed in universities,
there is a certain reluctance to accept dialedistuas a dissertation
subject. This is a certain reluctance to acceptediastudies as a
dissertation subject. This is not to say that thare no Arab

dialectologists. Many Arab linguists have applibdit expertise to their
native dialect, and some of the best dialect maaqayg have been written
by Arabic linguistis. But on the whole, one may shgt the study of

dialectology still suffers from the drawbacks mengd here.»

Our SAL is spoken in Tunisia, a country of the Meadh in North Africa by approximately 10
million speakers. Generally called ‘a:mmija or a(d)da:rja, or elsee(t)tu:nsi Tunisian Arabic
co-existed with MSA in the pre-colonisation eraar8hg from 1881, the date of the French
colonisation of the country, French language digdaArabic languages, a situation that was
shared by the countries of the Maghreb, as Doli632p.33) argues:

«With the colonial occupation of Algeria (from 1§3Qunisia (1881),
and Morocco (1912), Arabic was systematically disptl by French,
which became the sole language of government, asinmgtion and
(secular) education, and thus the language of iteeate elites. The
process of linguistic deculturation was most proread in Algeria,
where from 1938 to 1961 Arabic was classified by las a foreign
language. With independence (for Morocco and Tanisi 1956, for
Algeria in 1962) standard Arabic, a modernized iersof classical
Arabic, was quickly and often heavy-handedly imgbsas the national
language, particularly in the spheres of public eastration and primary
education. As the sociologist Gilbert Grandguill@umbserves, the
policy of arabicisation was devised to remedy thheoat total absence of
public discourse in Arabic in the wake of colonrale. As such, it
required radical measures such as the recruitnfesthool teachers from
Egypt and other Middle Eastern nations to countetiae shortage of
indigenous speakers of classical Arabic, a polat at least in the short
term had a negative impact on educational standaetsause the
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differences between Egyptian and Maghrebian dislenotndered

communication between students and teachers dtfficu
Despite the attempts at Arabisation following inelegeence, the French language persisted and is
widely embraced despite the ideological and religiaonflicts that it raises as Dobie (2003)
points out in her article. Currently, TAL1 is spokiey the wide majority of Tunisians. French is
also widely spoken mainly among educated peoplenaadly half of the Tunisian newspapers
are in French. Furthermore, codeswitching i.e., dtliernation of two codes when speaking,
between spoken Arabic and French, is a very stobiagacteristic of TAL1 (Lawson & Sachdev
2000).

We focus in what follows on the expression of terafity in general in TAL1 before turning to

the discussion of the expression of on-goingness ta.
5.3.1.2. Overview of the temporal system of TunisieArabic

Descriptions of the grammars of CA and MSA are maue and available (e.g., Ryding 2005;
Schulz et al. 2000). The description of SALs, hogrewhas received much less attention.
Investigations of a number of features of some SAksst (e.g., investigations of Al Nasser
(1991) of Kuwaiti Arabic; Audebert (1994) of Egygti Arabic; Caubet (1992) of Moroccan
Arabic; Cuvalay (1991) and Cuvalay-Haak (1997)mdken languages, in Fes, Tunis and Damas
and Hamdani Kadri (2006) of spoken Arabic in tlity of Alger). Despite these attempts to
describe some of its features, (e.g., the investigaf demonstratives by Khalfaoui (2009)), no
conclusive or exhaustive account of TAL1 based mpigcal work exists. Virtually no detailed
account on the temporal and aspectual system oflTiAds been provided. Therefore, for this
theoretical review, we are faced with the followicgmplexities: the lack of research on
temporality in TAL1, a gap that we would like tdl fvith this work, and the necessity and at the
same time the intricacy of using existent reseéiratings on different SALs to support our own
investigation. We attempt to provide an overviewhotv time is expressed in TAL1 from those

findings.
Different devices interact within the discoursetmvey temporo-aspectual values. Investigating
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the SALs in Tunis, Cairo, Fes and Damascus, Cuvd§91, p.144) concludes that
(explanations between brackets are our addition):

«Almost all of the contemporary spoken dialectAodbic have one or

two PMs [preverbal markers] which can be addednhto RF [Prefixed

forms] to make finer aspectual and temporal distns. Most of them

have one to mark prospective aspect, anticipaborfuture tense, and

another that is said to indicate durativity, con@iion, progressive

aspect, and sometimes also habituality.»
Therefore, there exist different devices expressiamporality in TAL1, and they are
polysemous (just as demonstrated by Hamdani K&f0g) regarding the spoken Arabic in

Alger).

Inspired by the combination of temporal and as@ateans in Moroccan Arabic suggested by
Véronique (2000, p.35), we propose one for Tunighaabic. The predicate in TAL1 can be
equally composed of many linguistic markers of éeand aspect, which are essentially lexical,
and which occur following many different structuspatterns. We present these main devices
as follows (the stacked devices denote that onlg ofithem at a time can fit with the
combination; optionality of the devices is indicghtey the parentheses (...) and + indicates their
possible “concatenation”).

Figure 2. Different predicate combinations in TAL1

(ma:sh) SV
(Preverbs and
(Adv) + auxiliariese.g.,, + (ga’id) + PV + (fi) + (Adv)
Aux. Ka:n)
(bish) AP

Note: Adv: adverbials, SV: suffixed verb form, RMefixed verb form, AP: active participle

The devices highlighted in bold font are the mdements in a predicate. Each one of them can
form on its own a proposition. Before we explaie tfifferent devices, it is worth noting that

most of them occur before the main predicate grdifyre-head position (verb form or AP).

In what follows, we explain each type of device asegely, and then we look at the different
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combinations generated and illustrate them withmgtas, giving the temporal relations that

they express in Table 11 below.
5.3.1.2.1. Prefixed and suffixed verb forms

TAL1 has only two types of verb inflection, genangttwo possible verb forms: the prefixed
verb form (PV) and the suffixed verb form (SV). Bdbrms are composed of affixes added to

the verb root as follows
PV: prefix-root
SV: root-suffix

As most studies agree, the root is composed ahidell number - three or four — of consonants
associated with a rather vague semantic notiongBael970; Bulos & Carrol 1965; Cuvalay-
Haak 1997; Fleisch 1975; Hamdani Kadri 2006; H@2€94; Kurylowicz 1973; Versteegh
2001). The root constitutes the least analysatl@ment of the verb and would be interpreted as
its non-finite form2° which serves as an entry in the Arabic dictionn&wylos & Carroll (1965)
explain the derivational process from the rootadi®ws:

«A purely consonantal root of three radicals (somes$ four radicals)

with which a general idea such as writing, or dinigk etc. is associated,

serves as a sort of framework or loom within whichvels, moving like

shuttles, create new verb derivatives (...), wtbcfied meanings as they

cross the consonant threads. » (Bulos & Carrol 1p63.
Some researchers have challenged the assumptibthéhéemplate expresses the derivational
relation and that the input to word formation is tonsonantal root (Benmamoun 2003; Bentin
& Frost 2001; Farghali 2004). In fact, lexical t@as involve more than just the root but vowel
length and derivational morphemes, just like in ¢itfeer languages (Benmamoun 2003, p.111).

The consonantal root achieves its concrete meamngcombination with one of the

% The infinitive equivalent however would be, aswi# see later on the suffixed verb form.
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morphological patterns described in Table 9 (Cuxélaak 1997). Furthermore, part of their

understanding is dependent on the context of edadis, the proposition and the discourse.

The following table (Table 9) presents the prefet and the suffix set of the velatab (he
wrotef! in TAL1. The root of the verb used here is composé the 3 radicalk,t,b Their

combination with vowels gives way to very stablégmas of verb forms as follow?s.

Table 9. Prefix set and suffix set in Tunisian Arakc

Personal Suffix set Prefix set Active participles
pronoun
1st Ena ktib-t ni-ktib Ka:tib (Masc.)
Ka:tba (Fem.)
2nd Masc. Inti/Inta ktib-t ti-ktib ka:tib
2nd Fem. Inti ktib-t(i) ti-ktib/ti-ktbi: | ka:tba
‘;_,‘; 3rd Masc. Huwa ktib- @ yi-ktib ka:tib
.(‘/E) 3rd Fem. Hiya kitb-it ti-ktib ka:tha
1st lhna ktib-na: ni-ktbu: Ka:tbi:n
2nd Masc. Intu:ma ktib-tu: ti-ktbu: Ka:tbi:n
2nd Fem. Intu:ma ktib-tu: ti-ktbu: Ka:tbi:n
< | 3rd Masc. Hu:ma kitb-u: yi-ktbu: Ka:tbi:n
0_3_ 3rd Fem. Hu:ma kitb-u: yi-ktbu: Ka:tbi:n

Note: in the plural, the PV has both a prefix araiffix (a circumfix)

The two verb forms are the basic elements of thib peadication in Arabic, as Hamdani Kadri
(2006, p.183) puts it (she calls the prefixed vére Parfait (PARF) and the prefixed one
Imparfait (IMP): «’opposition dichotomique PARF/IMP constitue le téyse de base des

formes verbales. The two verbal paradigms are illustrated in (14d &b5). Affix boundaries

% The root is generally believed to be the threesooants making up the inflected forms (Bulos & GRfi965;
Fleisch 1975; Mitchell 1962). The consonantal reetves as a tool to make entries in the dictiosasfeModern
Standard Arabic for example. In the casaj@id (he sat), the consonantal root is composed ofhe= letters q,’
and d. The masculine singular suffixed form of wegenerally stand as the entry of any verb in tbeotharies. It is
therefore translated in this thesis as inflectethexmasculine singular in the past tense.

22 The forms diplayed here are mainly used in théheon regions of the country and in the capitali$ufihere is
noticeable phonological and lexical variation ire tpeech of Tunisians from different regions (&lgrth and
South, costal and interior regions...etc.)
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are indicated with a (-).

(14)

Ktib-t jweb
Write-PS1 letter
| wrote a letter

(15)

Ni-ktib jweb

PS1-write letter

We write a letter
The PV and SV paradigm received many different ramehe literature according to the type
of interpretation they were equated with. Among th#ferent names, we find perfective /
imperfective (Benmamoun 2003), “parfait / imparfajHamdani Kadri 2006), &ccompli /
inaccompli (Blachére 1975, or else perfect / imperfect (Al Nasser 1991; CGayal991).
Traditionally, they were associated to an aspegbaahdigm with a perfective / imperfective
interpretation. This distinction confered no timstihction between the two verb forms but only
an aspectual one of whether the action is, in tivemof speaker, completed or uncompleted.
Advocates of the aspectual opposition in Arabic o time-distinctions inherent to the verb
forms. They classified Arabic languages as welbter Semitic languages, like Hebrew, just
like Slavic languages as aspectual, i.e. as baseal murely aspectual distinction articulated as
perfect / imperfect (Wright 1977). Some other tiesirknown as ‘absolute tense theories’, gave,
on the contrary, a purely temporal interpretatiorttte two verb forms. Just as the aspectual
theories may have resulted from identification wiitle Slavic aspectual system, these theories
may have been the result of “(...) an uncritical gtaece of Western grammatical models on
the part of the Semitic scholars” (Binnick 199438).

There are also ‘mixed aspect / tense theories’ gtiptilate that the two verb forms incorporate
both aspect and (relative) tense; i.e. the suffila@d indicates both a completed action and

relative past time reference, while the prefixedrfandicates everything else: uncompleted

Z Cited in Hamdani Kadri (2006)
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actions, and relative non-past tense. Comrie (19753), for example, describes the Arabic
verbal system as one expressing a «combined teasgett opposition». Another advocate of
these theories is Blachere (197Bho assumes that the distinction betwestompli and
inaccompliis an aspectual one that is combined with tempadales. Another set of theories are
known as ‘relative tense theories’. They attribptenary meanings and secondary functions to
the binary system of verbs. The primary meaninghef prefixed form would be simultaneity
with the moment of speaking, while that of the s form would be anteriority with the
moment of speaking. For Kurylowicz (1973, p.118)e ttwo forms may adopt secondary
functions that are context conditioned and alsdiaigr functions (imperfective preterite,
imperfective future / perfective preterite, perfeet future), that he lists giving sufficient

explanations or examples to illustrate his point.

The plethora of these rather traditional theoried anterpretations of the verbal paradigm in
Arabic languages is a proof that the debate atbeutemporal values of the two forms is far from
being established or exhaustive. Some other stutmsever, consider that the temporal and
aspectual information is not only the property leé two verb forms. For instance, Anghelecsu
(1988) argues that the different temporo-aspeatakies can be carried by different markers in
discourse, and the Arabic language has a plethbrevays to express different aspectual
categories: lexicon, verb inflexion, full periphtiasexpressions, auxiliaries, and other different
means (Anghelecsu 1988, p.344). More recently, Hamiladri (2006) who studied the SAL of
the city of Alger provides an interesting descoptof the system of temporality. She considers
the two inflected verb forms to be the temporal @asgpectual Systeme de baseand she
distinguishes them from the composed forms, that,asgues after Cohen (1924), emerged and

developed to enrich a system where the expressimmse was a secondary function.

«On pourrait conclure que le systeme de base dalfarepose sur une
dichotomie passé (PARF) / non-passé (IMP), a lEdihce du francais,
par exemple, dont le systéme repose sur une caégon ternaire :

passé, présent, futur. Cette distinction premiére primaire), passé /
non-passe, se dédouble dans le cas du non pas§y (iIMne deuxieme
distinction temporelle entre la simultanéité au mneotnde I'’énonciation
et la postériorité par rapport au moment de I'énation. (...) les

interprétations aspectuo-temporelles des énoncadtent des valeurs de
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ces deux formes verbales, PARF / IMP, en combina{gb aussi en

conflit) avec les autres marqueurs aspectuo-tenmipodel contexte :

lexeme verbal, circonstanciel, adverbe, subordoratitemporelle»

(Hamdani Kadri 2006, pp.183-4)
Though we agree with Hamdani Kadri (2006) thattthe verb forms receive their aspectual and
temporal values in the context of occurrence, inetheir combination with other markers of
different types, we believe that in TALL1 these twerb forms are only one type of carrier of
temporality. Furthermore, used alone, they havg westricted possible temporal meanings. We
justify our belief as follows: First, the AP havery important role in TAL1, as it plays a verb-
like function in addition to the fact that verblegauses have temporal and aspectual anchorage.
Second, the suffixed verb form has a perfectivenetones perfect, past reference meaning,
whereas, the prefixed form can only express simaltg with the TU, and cannot express future
time reference unless it occurs with a future temseker. As we will see in Table 11, used

alone, the prefixed form expresses with many léxdoatents an on-going eventuality.
5.3.1.2.2. Active participle

The third predicate constituent that has not reszbi@s much attention as the verb forms is the
active participle. Actually, participles in Arabianguages are of two types: active and passive
participles.

«Participles have two varieties matching the twadki of Arabic verbs:
active and passive. The active participle patierib matches the finite
active verbaktub"he writes” and has the meaning "a person whoegfrit
a writer"; the passive participle pattemaktu:b matches the finite
passive verb yuktab "somebody writes it / it istten” and has the
meaning "a thing which somebody writes/ something writing"»
(Kinberg 2001, pp.155-156)

They are derived from verbs. The derivation follawsre or less stable and predictable patterns

as Table 10 below shows.

Table 10. Active participles from the verbktib in Tunisian Arabic

‘ ‘ Personal pronoun ‘ Active participles
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1st Ena Ka:tib (Masc.)
Ka:tba (Fem.)
2nd Masc. | Inti/Inta ka:tib
2nd Fem. | Inti ka:tha
© -
=S | 3rd Masc. | Huwa ka:tib
o
E/E) 3rd Fem. | Hiya ka:tha
1st lhna Ka:tbi:n
2nd Masc. | Intuma Ka:tbi:n
2nd Fem. | Intuma Ka:tbi:n
s | 3rd Masc. | Hu:ma Ka:thi:n
E:: 3rd Fem. Hu:ma Ka:tbi:n

As argued in the literature, active participlesngeforth APs) express many temporal and
aspectual values in different language contextseSstudies report that they convey temporal
values of tense and aspect, and they use Engksisés” to designate the possible meanings.
APs can refer to the past and a perfective sitoatim the present and a simultaneous situation
and to the future (Mitchell 1952; Piamenta 1966ak&érg 2001; Mughazy 2005). For example,

in his study of “participial structures”, Kinbergd01) argues that APs primarily express a time
that is simultaneous with the point of referengejimperfective simultaneous relative tense”. In

addition to that, they can express past and futone reference because of implicature. In fact,

«Arabic participial structure covers two types miperfective present (or
simultaneity): unbounded imperfectives; and senpenfectives.
Unbounded imperfectives are restricted to atelienés; mainly states,
and marginally iteratives or progressives. Semidrfgrtive participial
structures in Arabic express a state by means ®f bibunding
(retrospective or prospective) edge. The partitilggeme refers to the
dynamic event which bounds one edge of the prestaté¢, while the
participial form refers to the semi-imperfective,repent state.
Retrospective or prospective bounding of the prestate is left as a
contextual implicature. » (Kinberg 2001, p.178)

Similarly, Mughazy (2005, p.139) reports that inygtign Arabic, APs can express present
progressive (16)présent de l'indicatif present perfect (17), present perfect progresgsast

simple and future. He illustrates the differencéhia following examples:

(16) Nadir ma:shi hinaak _aho
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Nadir walk&AP&PS3M  there right now
Nadir is walking over there right now

(17) Mona _lissa mixallasa el-wa:gib
Mona just finish&AP&PS3F  the-homework
Mona has just finished the homework

Some other studies attribute more distinctive asgpéosalues to APs, such as the resultant
perfect meaning (Piamenta 1966, Henkin 1985), maspe (Caubet 1989) and progressive
(Caubet 1989; Henkin 1988) Furthermore, active participles are reported ¢oaspectually
open according to the speaker’s attitude and t@ lwnodal value (Caubet 1989)Finally,
many researchers agree that the aspectual prapefteegiven verb determine the interpretations
of the active participle derived from it (Kinber@@L; Mughazy 2005; McCarus 1976).

5.3.1.2.3. Preverbs and auxiliaries

As their name indicates, preverbs are entities firacede the verb, but not necessarily
immediately, and then modify it, or add to its \eduThey can be auxiliaries, active participles
or verbs preceding the main verb or active patgcifuxiliaries are verbs with auxiliary
functions, that were traditionally classified by alr grammarians aal-af'a:lu an-na:gisa
(defective or incomplete verbs). The group contairany auxiliaries, but which are less used
thanka:n: la’alla (may be),mezzelstill is), sbah(he became)da: (he began) etc. In TALL,
and in other Arabic languageka:n as well as the other preverbs preceding a maih wer
participle is inflected for person, number and genda:n is a past tense marker, as the
following examples show ((18) and (19)):

(18) ka:n yi-I'ab fi-j-jni:na

AUX-PS3M PS3M-jouer dans-the-garden
He was playing in the garden

(19) kont ma:shi li--kolliya
AUX-PS1 go&AP&PS3M to-the-university

24 Cited in Kinberg (2001, p.157)
% Cited in (Kinberg 2001)
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| was going to the university

To sum up, verb forms and active participles caml@oe with many types of preverbs, which
can have aspectual functions, and add aspectuss &b the lexical content in an utterance, as
we shall see in the following sections. Preverles \aried and some of them have a different
behavior in TAL1. For instancenmezzel(still be) seems to have undergone a process of
grammaticalisation. It lost the prefixed inflexiosms it has only the suffixed paradigm.

Furthermore, any verb can function as a prevedeitain contexts.

Among other linguistic markers of tense and aspedAL1, we have what we call particles.
This is what we explore in the following part.

5.3.1.2.4. Particles

Many particles in TAL1 convey aspectual and tempwgdues in predicates. For example, the
particlefi, used after a prefixed transitive verb form, espes an on-going event. Compare (20),
where the aspect expressed is the progressivetasgdt (21) where the aspectual relation

expressed is the imperfective habitual, as reiefizy the adverbidoll yu:m(every day)

(20)  Niktiblu: fi jweb
PS1-write-to-him PRG letter
| am writing him a letter

(21) Koll yu:m niktiblu: jweb
Each day PS1-write-to-him letter
Every day, | write him a letter

Therefore, the construction «PV + DOC» (direct objeomplement) and «PV & + DOC»
present an aspectual contrast. In the former, Tludes TSit, presenting the event from the
outside, whereas in the latter, TT is included 8itTwhich, in other words, means that the event

is represented from the inside due to the useeofrtarkeffi.

Another very important particle in TALL isish which can be considered as the equivalent of

sa- andsawfain MSA denoting future time reference and prospecspect, as in (22) below:
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(22) Bish niktiblu: jweb
FUT PS1-write-to-him letter
We will write him a letter

5.3.1.2.5. Adverbials

As we have seen in (20) or (21) above, adverbiels bxpress the temporal relations, and help
thus with the interpretation of the verb forms m w@tterance. Some recent research has shown
how temporal information in Arabic is mainly coneslyby the combination of different means,

which are essentially lexical, among them adveshfgEronique 2000, p.35).

Some argue that the category of adverbs as itdemstood in the Indo-European languages does
not exist for Arabic (Hmidani 2010, pp.101-102).r Hostance, Beeston (1970, pp.87-89)
explains that in Arabic there is no word class t@mtesponds to the English adverbs of thye —

type. He says:

«The term ‘adverbial’ is strictly inappropriate férabic, because the
function which one needs to describe is that of ldympg a predicate,
irrespective of whether the latter be expresset witwithout a verb. But
if this is allowed for, the latter has a practigaefulness in distinguishing
two kinds of amplification, the ‘object’ and thed\aerbial’. » (bid., p.87)

Furthermore, according to Grand’Henry (2000) fastamce, Arabic has an “adverbial function
expressed by derivations from the verb or nounsipuhe accusative case” (Hmidani 2010,
p.102). This idea is based on a traditional wayclaksifying adverbials in Arabic into the

categories of the grammatical structureslefiaf’u:! al-mutlag®®, a(l)tamyi:Z’ or al-ha:*®,

The above-cited ideas are mainly based on studiezamples of MSA. There is no reason to

% al-maf’u:l al-mutlag translated asthe accusative of specification
enhancing a previous statement by deriving a verbah from the main verb or predicate” (Ryding 200285).

No equivalent for the accusative of specificatioisis in English but it can be translatable intogtaat deal”. So
when | saykassartu taksi:rit means that | broke a great deal.

% Translated as “the accusative of specificatiaff)tamyi:z is used to label, identify or specify the natufe o
something previously referred to in the sentencssibty answering the question “in what terms?” (lRgd2005,
p.295). It is therefore comparable to the categaiyerbials of manner.

% al-ha:l is a “circumstantial construction” that indicatée tcircumstances under which an event takes place.
(Ryding 2005, p.283)l-ha:l is therefore comparable to the category adverbiatsanner.
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consider the category of adverbials in Tunisian bicato be different from that in other
languages such as French or English. In fact, Téjdakers use adverbials of different types as

set out in the examples below:

(i) Temporal adverbials: they can be single woslgh agawa (now), el-bera (yesterday) or

compound, likamin ba’d (then),fi-l uwil (first);

(ii) Spatial adverbiald;gha:di (there),hu:ni (here),’al imi:n (on the right))-teli (behind);
(iif) Adverbials of degreekahaw(only), barsha(a lot), yessir(too much);

(vi) Adverbials of manner, likbi-(s)syessdgently),bi-(z)zarba(quickly), fissa’ (in a hurry)

To sum up what we have seen regarding the possdrtg@onents of predicates in TAL1L, the
investigation of only the two verb forms and the &Har from being sufficient to understand
how the temporo-aspectual system in TAL1 works. 3jpeakers combine many other linguistic

markers to express time.

It is essential to point out however that withony aerbal or adjectival entity, a proposition can
still exist as a complete and full predicationwhich case the TT can only be included in the
time of the utterance, and TSit is simultaneoushwite TT. Using a different terminology,

Mughazy (2005, p.140) expresses this as follows:

«Verbless sentences including those with activdigyale predicates
have only present tense semantics and their ptedickenote states that
hold of the subjects at speech time or longer vwaderthat include speech
time regardless of the aspectual properties of/ébs the predicates are
derived from. »

We illustrate the different combinations made wignb forms, AP or a zero element (&) as well

as their temporal meanings in the following table.
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Table 11. Possible predicate combinations in TALLrad their temporal interpretation following
Klein's (1994) framework

Predicate Examples Temporal relations The relation
possible and representation | between the TT [.]
combinations of the aspectual and the TSit ----
information
/] - Sa:rra fi-l kuji:na | TU includesTT | ------ [--------- ]------
Sa:rra is in the TT is included in
garden TSit
with | AP ra:qgid TU includesTT [ -]
AP He is asleep TT is included in
TSit
Preverb + AP | kont ra:qgid TU after TT | - | ]------
| was asleep TT is included in
TSit
ga:’id ra:qid TU includesTT | --—--—-- [--------- ]------
ga:id + AP He is still sleeping | TT is included in
TSit
SV Rgad TU afterTT [--=-=mmmm- ]
with He slept TT at TSit
Y, Walla rqad TU afterTT [--=-=mmmm- ]
Preverb + SV | He went back tg TT at TSit
sleep
PV, yiktib TUincl TT [ -]
(intransitive) He is writing TT is included in
TSit
PV(wansitive) yiktib jweb TU includesTT [--=-=mmmm- ]
he writes a letter | TT includesTSit
PV o i yiktib fi jweb TU includesTT [ -]
(transitive) He is writng a| TT is included in
letter TSit
Ka:n + ka:n yiktib TU afterTT [ -]
PViintransitive) He was writing TT is included in
TSit
ga:’id + ga:'id yiktib TU includesTT [ ]
PViintransitive) He is writing TT is included in
with TSit
PV | ma:shi + PV | ma:shi yil'ab TU beforeTT [ ———————
He is going to play | TT beforeTSit
. bish yil'ab TU beforeTT []------------------
bish+ PV He will play TT beforeTSit
. Ka:n bish yil'ab TU after TT []------------------
Er&//erb Hish He was planning to TT beforeTSit
play
ga:id + ga:’id yiktib fi jweb | TU includesTT | ------ [---------- ]------
PV{transitive) He is writing a| TT is included in
+fi letter TSit
Preverb + ka:n ga:id yiktib fi| TU after TT | - [--------- ]------
ga:’id + PV + | jweb TT is included in
fi He was writing a TSit
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Predicate Examples Temporal relations The relation
possible and representation | between the TT [.]
combinations of the aspectual and the TSit ----
information
letter
Preverb + ka:n ma:shiyil'ab | TU after TT [ ———————
ma:shi+ PV He was going ta TT beforeTSit
play

As we can see from Table 11, the different meansxfess temporality are polysemous. The
device that appears to be more productive tharothers, i.e., that allows for many possible
combinations with other lexical means is the prsfiorm of the verb, PV. Linked to different
other means, PV can occur in a predicate that espse present, past and future tenses.
Nevertheless, for most of its uses, it expressesiltaneity between TSit and TT. This is
particularly relevant to our investigation as taspectual relation would be exploited to describe

the simultaneous situations in the videos used.

In the next section, we discuss in more detailghadllinguistic possibilities other than PV that

can be used to express on-goingness.
5.3.1.3. Expression of on-goingness in Tunisian A&

The expression of on-goingness in SALs has not lweey enthusiastically addressed. Some
studies have nevertheless mentioned the existehemergent but not fully grammaticalised
markers in many SALs (Al Nasser 1991; Cuvalay 199hose markers compete with other
lexical markers used for the same aspectual valmely with a bare prefixed verb form of the
verb (PV). Consider for example, the affixal maddair in Egyptian Arabic (Mitchell 1962ka-

in the SAL of Fes, and the preverbal marlgasid in the SAL of the city Tunis (Cuvalay 1991,
p.143) andya:’id in Kuwaiti Arabic (Al Nasser 1991) and in “Gulf Gaquial Arabic” (Hmidani
2010).

An insightful contribution based on examples takemm different oral and written sources is
made by Cuvalay (1991) who compares progressivéeargin four SALs in four cities: Fez,
Tunis, Damascus and Cairo. For the SAL of the aftyunis, she summarises the progressive

expression as follows (our added explanations arégtween [.]):
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«The preverbal progressive marker ga:'id in the dgl of Tunis is not
obligatory, in the sense that its use is requiratyan the absence of time
adverbials or a specific context to indicate unaguoiously that reference
is made to an on-going action (Singer 1984:301)thWerbs belonging
to the special verbgof motion and attitude]progressive aspect is
designated by the AFActive participle]. For all the values that are not
expressed by the suffixed verb form],the AP, or the PHthe prefixed
verb form]with the future marker, the PF is used in its ‘&@aform, i.e.
without additional PMPreverbal Marker]. » (Cuvalay 1991, p.148)

Furthermore, the prefixed verb form is attestedexpress on-goingness without carrying any

special morphology to express the aspectual value.

«Putting aside the mood endings in Standard Arabie]l dialects, the
imperfective from occurs in the following contexBrst, in the context
of verbs with present tense interpretation (progjuesand habitual)
ya-drusu

PS3M-study

He studies. » (Benmamoun 2000, p.30)

Furthermore, based on some of the studies citedealwe can attribute a progressive reading to
the AP (e.g., Kinberg 2001; McCarus 1976; Wightwi&€k Gaafar 2007). For example,
Wightwick & Gaafar (2007, p.90) wrote:

«An active participle is the equivalent of the Hslgl'-ing", as in "l went
along the road, whistling a tune" (i.e. | was wimsjf) (...) The active
participle is formed by taking the root letters gmdting them into the
patternfaa'il.»

Descriptions of the TAL1 progressive are very lexdit From our table above, we have seen that

the progressive meaning is possibly expressed tisenfpllowing combinations:
AP
preverb + AP
ga’id + AP

PV (intransitive)
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PV (transitive) + fi

Ka:n + PV

ga’’id + PVjintransitive)

ga’’id + PVransitve) + fi

preverb +ga:’id + PVixransitve) * fi

We believe that while the combinations are numerthes markers (in bold font) properly used
only for conveying on-goingness are limited. These the preverbal markepa:’id, and the
postverbal ondi. We treat each one separately using examplesatieaeither our creation or
taken from the data of this project.

5.3.1.2.1. The preverbal markega:’id:

ga:’id literally means “sitter”. It is the masculine sutgr active participle (APfprm of the verb
g’'ad. This AP can be used alone in a predicate ((23):

(23) Qa’id fi(j)jarda
Sit&AP&PS3M° in-the-garden
He is sitting in the garden

In a preverbal positionga:’id is a progressive marker (PRG). It is inflected famber and

gender as example ((24) and shows.

(24) A4,Soup
wehid ga:'id ye-kol
One PRG PS3M-eat
Somebody is eating.

It generally precedes a PV and possibly anotherT&ls use is very rare in our data and there

% The ‘&'symbol in glosses is used to indicate ttrat affixes merge with the root of the word, ‘-Used when they
can be separated.
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are only two instances ofga:’'id + AP” which are limited to the verbgad (he slept). We
illustrate this by example ((25) (the sougdis an allophone of the soungl produced in some

regions in Tunisia).

(25) All,Wakeup
rajil ga:'id ra:gid.
man PRG sleep&AP&PS3M
A man is sleeping

We hypothesise that the PM cannot precede the BMgeging a static position such @md (he
slept). It is rather the AP that is used instead.

As such, we cannot say

(26) *qa’id yo-rqod

PRG PS3M-sleep

He is sleeping
To sum upga:’id plays a purely aspectual role in progressive castdt is a preverbal PRG
marker that is still in a process of grammaticgiggaas it did not completely lose its semantic
value and it is still inflected for gender and nuwmnbcontrary to Cuvalay’'s (1991) remark.
Furthermore, it is not used systematically whertwgagon is described as on-going at a certain
time, like the case of Vg in English. Its lexical source is a verb of post(to sit), which
indicates a static position. Therefore, the forpratf this PRG marker in TAL1 is not a new
one; it is also the case of PRG markers of Itaind Spanish languages. This PRG marker has
been investigated in the literature as highlighéddve. Our main contribution to the debate

about marking on-goingness in TALL1 is the intergstiase of the post-verbal marker
5.3.1.2.2. Post verbal markefi

The markeffi is originally a preposition of location, which nmsa‘in’ (Kirchhoff et al. 2006;
Wightwick & Gaafar 2007).Fi obligatorily follows a verb which needs a diredbjext
complement in an utterance that expresses thatuatisn is in progress (see ((27#).in that
position is exclusively used to express on-goingnéls use in contexts expressing a different

aspectual value makes the utterance unacceptaisider example ((28) which describes a
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bounded finished event with the use of the suffixetb formkla (he ate)).

In example ((27) belowfj is employed together with the preverbal PRG mageelid. When
this latter is removed, the utterance keeps itgnassive reading (see ((29)). However, whes
removed, the utterance becomes unacceptable (Ega@@l). Wherfi is the only PRG marker

in an utterance, removing it changes the progressalue into another aspectual one. In example
(31) where we have a narrative sequence, the ube &fVyekil conveys a bounded event.

(27)

A9, Soup

e(l)-rajil ga’id ye-kil fi fturr  e(1)-sbeh.
The-man PRG PS3M-eat PRG meal the-morning
The man is having breakfast

(28)

*e(h)-razjil  kla-@ fi fturr  e(l)-sbeh.
The-man eat-PS3M PRG meal the-morning
(29)

e(h)-rajil ye-kil fi fturr  e(l)-sbeh.

The-man PS3M-eat PRG meal the-morning
The man is having breakfast

(30)

*e(I)-rajil ga’id ye-kil fturr  e(l)-sbeh.
The-man PRG PS3M-eat meal the-morning
(31)

e(D-razjil ye-kil ftuir  e(s)sbeh.

The-man PS3M-eat meal the-morning

Min ba'd yi-mshi yi-xdim.

from then PS3M-go PS3M-work
The man eats breakfast then he goes to work.
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In their article, Hopper & Thompson (1980) postel#hat languages possess morphosyntactic
structures that reflect the degree of transitiafya clause. They also discuss the relationship
between transitivity and aspect. They wrote:

«Aspect is systematically correlated with the degreTransitivity of the

verb: if the Aspect is perfective, the interpredati- other things being

equal - has properties allowing the clause to lassiied as more

transitive; but if the Aspect is imperfective, tblause can be shown on

independent grounds to be less transitivigbid, p.271)
Given this correlation between aspect and trariitithe example (29) above is less transitive
than (31) given the features of each clause. Ir) {(Bére is reference to an action directed
towards a goal (that of finishing breakfast), white(31) the reference is to an action that is
construed as successfully completed, i.e. it ptesgronceptual boundary. We can hypothesise
based on the notion of Transitivity as developeddbpper & Thompson (1980) that (29) is less
transitive than (31). Example (29) could be intetpd as an intransitive clause-type. Given the
difference between both clauses, i.e., the presefce we can assume that this marker

detransitivises the clause. It could thereforedrestlered as a detransitivising marker.

To conclude fi is obligatorily used when the event is representegrogress and when the
utterance contains a direct complement, in otherdevavhen the verb is transitive. In this
respect, transitivity plays a crucial role in casting aspectual forms («PV» and «P\i»).
However, the use of the preverbal PRG mandeefid shows more optionality as with certain
verbs, removing it from the utterance does not ghaits progressive reading. We can safely
hypothesise that the grammaticalisatiorficfs a PRG marker is more advanced than that of the
preverbal PRGga:’id. In fact, fi is systematically used in particular progressiomtexts.
Furthermore, in a question, it will be used as ffin to the interrogative word as the following
example (32) shows:

(32)

F-esh ta-'mal?
PRG-what PS2-do
What are you doing?
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na-'mal fi krep
PS1-do PRG pancake
| am making a pancake.
As we will see in the following section, the PRGrk& in French has been scrutinised in some

studies. We therefore exclusively rely on theidfirgs.

5.3.2. Marking on-goingness in French: en train de»

In this section, we focus on the expression of oimgness in the French language. Unlike the
English language which has one marker of on-goisginthe Ving form, used by default to
express the progressive aspect (Ayoun & Salabe®8;2Bardovi-Harlig 2008; Bonomi 1997,
Leclercq 2007), explicit marking of on-goingnessHrench is optional (Bertinetto 2000; Dahl
1985; Leclercq 2007).

Undeniably, native speakers of French have mone tme way of expressing that a particular
event is in progress, or on-going, at a particuderence time. Among those means, they can
use the periphrasisenr train de or the simple form, i.e., therésent simpléLachaux 2005;
Leclercq 2007; Mortier 2005). As Mortier (2005, $)&rgues, the present tense in French can

very well express that an event is in progress:

« Le recours a des verbes ou a des périphrasesalesrdpécifiques n'est
en effet pas obligatoire, ni en néerlandais ni emdais : les temps
simples, surtout l'indicatif présent et imparfatiffisent en général pour
marquer gu’un événement est en cours a un momentde

Throughout history, the means for expressing orggess have changed and undergone
different processes of grammaticalisation and daegraticalisation as pointed out by Schasler
(2007, p.92)

«Le francais se distingue des autres langues rompaese fait que les
constructions progressives disparaissent pendant priode dite
«classique» (aprés 1600). Les périphrases dispseais sans se faire
immédiatement remplacer par une nouvelle conswacéiyant le méme
sens, car c'est la forme simple du présent ouid®hrfait Pierre chante
/ chantait qui a toujours alterné avec les périptea progressives qui
finissent par exprimer seules le sens progresséstCseulement plus
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tard, au cours du 19éme siécle, qu’une nouvelléppéase progressive
du type Pierre est en train de chanter se gramrahtie dans le sens
progressif. Il y a ainsi lieu de se demander guetient les raisons pour
cet écart entre la disparition des périphrases ‘epparition de la
nouvelle périphrase progressiwe.

In fact, €’en) aller (to go) + present participle’ is the only survigiperiphrasis yet rarely used
in oral speech that expresses on-goingness iniaadid the periphrasisé«e en train de
(Ayoun & Salaberry 2008; Mortier 2005). The latteas eclipsed many other periphrases that
used to co-exist in old and medieval French listedollows:

« Etre Present participle

* (S’en aller GER (to go + Gerund)
« Etreaprés(d) INF (to be after / at)
« Etrea INF (to be at)

The many possibilities available to French to egprthat an event is in progress has brought
some researchers (Borillo 2005; Vetters 1996) testjan the status and type of marking in
French; whether it is aspectual or lexical; giveattit is more often attached to the lexical
domain. Similarly, Bertinetto (2000, p.561) consgl@rogressive marking in French to be “a
marginal type” compared to other languages he tiyeges. This controversy is very much
generated by terminological problems and inconetusgiescriptions (Pusch 2003) as we will see

below.

«En train de is considered the “marked” form used for expregn-goingness in French
(Leclercg 2007; Leclercq 2009). It is employed aghmle in its canonical, “idiomatic” form to

express the aspectual value of on-goingness (Ago8alaberry 2008, p.559).

In what follows, we look at the composition d#tre en train de etymologically speaking and
then we discuss the process of its grammaticadisatVe close this section with an overview of

research findings on the use @frxdrain de in the context of discourse and its connection with
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the different aspectual classesAdttionsarten
5.3.2.1. Composition oftre+ en + train + de

The composition of the periphrasis is controverghatording to Lachaux (2005, pp.119-121), it
is made of four elements.

1) Etre is a verb, which expresses a «static situatiorexelheless, it is according to Lachaux
(2005) metalinguistically dynamic métalinguistiquement dynamigueThis means that it is a

grammatical operator, which relates the speak#raanterlocutor.

2) En is a preposition, which can introduce many typésamplements such as location,

duration or manner.

3) Train is the main element of the periphrasis that cosvesogression and the sense of
chaining €nchainement According to Bloch-Von Wartburg, (1950 : 6i%3)he etymology of
the wordtrain has undergone a semantic evolution. It starteanoabstract meaning;action de
trainer » (action of dragging) and developed into a mangccete meaning, @bjet qu’on traine
» (object that we drag) and finally to more abgtraeanings, «naniére d’aller» (manner of

going) and «llure » (pace) or enouvemen (movement) (Mortier 2005, p.85).
4) Deis a preposition translatable as “of” in Englishmost of the cases.

As we can see, the main element of the periphtesis signifies directionality and movement
(Mortier 2005; Squartini 1998):

“What is interesting is that even if the French stamction ends up
performing the function of progressive marker, jllgt the Italianstare
periphrasis, it has a different history. Its pragige meaning has a
different origin, deriving from the modal senseimintion and volition,
and does not pass through a durative stage. fie)Ffench form, which

%0 As cited by Mortier (2005).
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is created with different semantic tools, has ametely different path of
grammaticalisation, thus providing an example thatdifferent semantic
origin can determine different grammaticalisatiaths for an aspectual
marker." (Squartini 1998, p.127)

Mortier (2005, p.86) explains the different origihthe periphrasis as follows:

«Tout comme le« train-objet » est une succession de wagons en
mouvement, le train-marqueur du progressi exprime des moments
successifs dans le temps. Au moment ou train pdemd le sens de
«mouvement> ou d’ «allure », il semble se déchainer une évolution
métaphorique (...). La perte du sens locatif de tram faveur d’'une
valeur temporelle est révélatrice d’une désématitisaqui a affecté
aussi les autres composantes de la périphrasevetbe étre issu d’'un
mélange des verbes locatifs latins STARE et ES$& meposition en
qui maintient un peu plus de son contenu locatifioel en marquant
I'absorption totale dans I'action (Il est en colesggnifie Il est absorbé
par la colére»

The periphrasi€tre «en train de is always followed by a verb in the infinitive forrSome
researchers acknowledgtre (to be) to be part of the verbal periphrasis (lzach2005; Mortier
2005; Rousseau 2005). They believe t@e plays an important role. For instance, Lachaux
(2005) insists that witlétre, the periphrasis focuses on a state and not aonaict progress,
separating therefore between the linguistic lewhté of progression) and the “real” world
where actions are in progress. Similarly, Fran¢k8B3:122) as cited by Lachaux (2005, p.123)
argues that the periphrasiétke en train de in the exampléNe le dérange pas : il est en train

d’écrire, compared tdNe le dérange pas : il écritorresponds to a state of change. According to
Franckel (1983), &reen train de corresponds to :

«Une mise en coincidence dun point repéré commeuisacglu
changement d’étatommencer &t d’'un autre point repér@as encore
fini : processus ou inaccompli, ggimarque non pas un changement
d’état mais I'état d’'un changement (Lachaux 2005, p.123)

However, Leclercq (2007) rejects the idea tB@e is part of the periphrasis, arguing that the

auxiliary does not convey the progressive valuega®ving it would not hinder its expression:

“L’absence ou l'ellipse de l'auxiliaire “étre” n’enérhe aucunement la
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lecture progressive» (Leclercq 2007, p.101)

The position of Leclercq (2007) is convincing fa. s she demonstrates, a speaker canearse «
train de» omittingétre and still be able to express on-goingness. Tetillde, here is an example
from the data of Leclercq (2007, p.101):

(33) Un monsieuen train depeindre

To conclude, the delimitation of the periphrasisiimatter of disagreement among researchers,
which shows that a lot of work still needs to beneldo shed light on its nature the values it

expresses and the way it is used in discourserrtithe other linguistic means. Research into the
process of grammaticalisation and desemanticisatidine periphrasis has nevertheless provided

valuable insights into its development. This is twa explore in the following section.
5.3.2.2. Grammaticalisation and diachronic developent of «en train de»

As we have seen earlier, grammaticalisation iggthdual development of “grams” (grammatical
morphemes) out of lexical material undergoing lagssemantic meaning and autonomy
(desemanticisation) (Bybee & Dahl 1989, p.56).

Pusch (2003) and Squartini (1998) provide an irtBighdescription of the diachronic
development of the periphrasi®en«train de, which serves in contemporary French as a
progressive marker. They both refer to the revigwnGougenheim (1929) who points out that
Old and Medieval French used to have many perigBraontaining the verlétre The
periphrasisétre «en train de is the only survivor of those periphrases with éxeeption of
«aller + gérondif» which is rarely used for the progressive in conterary French. It is also as
Pusch (2003, p.501) puts it, the last periphrasivblve around the f&entury.

«La périphrase prépositionnelleétre en train de + infinitif’,
aujourd’hui la seule a survivre dans l'usage courauropéen, est la
derniere née des expressions progressives frangaibase copulative
étre. Les dictionnaires situent sa genése au milied8e siecle»

According to Gougenheim cited by Squartini (1999.1£6-127), at the beginning of its
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grammaticalisation, the periphrasis was used wittodal meaning denoting the intention of the
subject to be engaged in a given situation. Indeethe 17" and 18' centuries, &tre en train
de» used to meanétre en humeur de (be in the mood for) andétre en dispositiome» (be
willing to). Only in the 18 century did it start to have a progressive meanksgthe example
taken from Gougenheim (1929, p.63) shows, the pegs could be used independently from
the auxiliaryétre:

(34) Enfin te voilaen train defaire ta fortune(A.R. Le Sage, Turcaret, 1709)

Only in the 18 century did the progressive start to be registénethe Académis grammar.
The periphrasis was entered to mean not only ttemtional meaning @tre en humeur de be
in the mood for) but also the progressive one (bthé process of). Furthermore, (Pusch 2003,
p.501) argues that in the middle of thé"X@ntury the periphrasis had lost its modal vatitio

value and became a purely progressive marker:

«La construction étre en train de subit une dé-misdéibn pour devenir

courante, dans sa lecture progressive, vers leemitiu 19 siécle.»
The grammaticalisation of the progressive perighrasFrench en train de is interesting, as it
constitutes according to Pusch (2003, p.501) a gmal’ case. Indeed, many studies explain
that the grammaticalisation ofer train de compared to progressive periphrases in other
Romance languages has had a different developmpathl (Bertinetto 2000; Mortier 2005;
Pusch 2003; Squartini 1998). They agree thet train de bypassed the durative stage of
grammaticalisation (Stage Il in the table belovoptéd from Bertinetto (2000, p.576)) and was
never recorded in durative contexts. To explaithier the status ofen train de, the following
table displays the five developmental stages ofq@ssive, from lexical entities to imperfective
meaning.
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Table 12. Grammaticalisation stages according to Bertinetto (2000, p. 576)

Aston University

ustration removed for copyright restrictions

Bertinetto (2000, p.577) explains the case of French in the following (The contents in square
brackets represents our addition):

«As to present day French PROG [progressive marker], its status is fairly
similar to that of Italian St-PROG-GER, although the story is quite
different. The original Old French PROG periphrases were
morphologically identical to the ones exhibited by Italian and the Ibero-
Romance languages. However, their usage declined in the course of time,
so that by the end of the 16th century they had virtually disappeared
(Gougenheim 1929; Werner 1980). Thétreé «en train de + INF"
periphrasis, which in Table 1 is listed under the label "marginal type",
was registered by the grammarians in its current progressive meaning
only at the beginning of the $%entury, replacing the original modal
(namely intentional) meaning (...). Thus apparently, this device entered
directly at stage (iv), bypassing all previous stages. If this claim is
correct, the French case is interesting both in itself, and for what it tells
about the general evolutionary picture. Although it is easy to construct a
locative meaning in French PROG, it is possible that this feature did not
play the same role as with the other PROG devices we are considering
here. It certainly was not conducive to the purely durative stage (iii). »

«En train de> is here claimed to be used only in focalised meanings and never in durative ones.

Before that, Foullioux & De Vicente (1995, pp.120-121) asserted that the periphrasis could
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convey durativity, as explained here:

«Le systéeme du francais nous permet d'exprimer des durées
longues, soit des durées bréves. Les dul@aguessont marquées soit
par des constructions périphrastiques comportant un semxifeire
suivi d'un infinitif, soit par des marques adveteist étre en train de, étre
en role de, étre aprés a, étre apres + infinitif) (1 est a remarquer que
la constructionétre en voie de infinitif, dans la mesure ou elle exprime
la modification de I‘action dans un sens détermiegur étre considérée
comme point intermédiaire entre 'aspect purememtatif et 'aspect
progressif Quand je I'ai rencontré, Salamaéiait en train d’insulteson
chien(A. Camus)La plaieest en voje de se cicatrisér.) Il existe aussi
certains adverbes qul servent & marquer l'aspeatatifu: 1| mange
lentement. Nous avons parlépendant des heures. Constructions
périphrastiques et adverbes peuvent s’accumuler poarquer d’'une
facon redondante I'aspect duratifl est«en train de manger lentement.
Les durées bréves ne peuvent étre marquées qudegsaadverbes du
genre:brusquement, en un clin d’oeil, en un instantjteatent, soudain
...etc.»

Nevertheless, Bertinetto's (2000) claim thean «rain de focuses only focalised meaning is

highly supported by Squartini (1998, p.121) whossay

«As for the other French constructions, their dstion is quite
interesting here since it confirms the hypothesis tbhe difference
between pure on-goingness and durativity. As aenaittfact in French,
the constructiorétre «en train de + infinitive is only used for pure
progressive contexts, namely when the situationeed as on-going at
a given contextually relevant time. In this resp&cench can be grouped
together with Italian as having a verb periphragisose usage is
restricted to pure progressive imperfective corstetd not admitted in
purely durative cases. On the other hand the tw@m@ng constructions
(étre a+ infinitive and étre aprées+ infinitive), whose usage is quite
restricted nowadays, are documented as occurritly inoprogressive
contexts and durative contexts, thus behaving tiies Ibero-Romance
form. Etre «en train de + infinitive (...) like the other Romance
Progressives, is not compatible with states, bugtws:more interesting is
its pure progressive character, demonstrated byntrecompatibility
with a perfective marker such as the Simple PBsesent Perfect:il*fut
«en train de boire/ *1l a été«en train de boire 'He was (SP) drinking /
He has been drinking'. These data correspond tanttempatibility of
the Italian form with the perfective markerSgtte bevenddE stato
bevenddHe was (SP) drinking / He has been drinking') emwtrast with
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the Spanish data. »

The difference of developmental path of the progjwes marker in French and that of the
markers of other Romance languages is explainethéyexical origin of the periphrasis as
described above (Mortier 2005; Squartini 1998).

Recently, distinguishing between two types of vedwsative and punctual (put in Klein's (1994)
classification of lexical contents under the sam@-State category), Leclercq (2007) found that
«en train de showed affinities with lexical contents which inalie durativity. This could

constitute a new avenue for investigation e ¢rain de, whether or not it focalises durativity.
5.3.2.3. Use of the periphrasis and its values insdourse

To start with, the nature ofer train de is a matter of disagreement between researchers.
Indeed, the terminology used to describe it is wasied in the literature. For instance, while
Borillo (2005) treats it as an aspectual auxiliaayxiliaire aspectué] many other researchers
treat it as a periphrasis. Pusch (2003) considess ia prepositional periphrasipréposition
aspectuells Gougenheim (1929) as a verbal periphrasis, wdeerdeeclercq (2007) uses the
termslocution or périphrase aspectuell@d_eclercq 2007, pp.99-109). This abundance of terms
reveals a lack of convergence among the studiestel@wo en train de. More importantly,
researchers tend to only agree to a limited extentts value in speech. For instance, most
specialists of aspect agree tBae «en train de is an explicit aspectual marker of on-goingness
(Bertinetto 2000; Borillo 2005; Dahl 1985; Lacha@®05; Leclercq 2007; Mortier 2005)
According to Foullioux & De Vicente (1995) howevétre «en train de is a marker of durative
aspect, while the progressive aspect is expresgetheb periphrasiss(en) aller + participe
présentor by the use of adverbials. They provide defim$ of the two aspectgogressifand
duratif. The progressive aspect expresses graduality -gfoorgness of an action (Foullioux &
De Vicente 1995, p.122). However, the durative esprpresses long or short duration of time.

«L’aspect duratif exprime une action qui est congddécomme se
déroulant —plus ou moins- dans le temps; le systéméancais nous
permet d’exprimer soit des durées longues, soitdigges bréves. Les
durées longues sont marquées soit par des constngcpériphrastiques
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comportant un semi-auxiliaire suivi d’'un infinitisoit par des marques
adverbiales» (ibid., p.120)

With their claim thatétre «en train de conveys durativity, they show very strong divergenc
from the research into the stages of grammatidadisaof the periphrasis that insists that this
marker of French bypassed the durativity stagetlaaidat no stage it served to indicate durativity
(Bertinetto 2000; Mortier 2005). Moreover, Lachg@d05) hypothesises thétre «en train de
does not only convey an aspectual value, but aleodal one. The periphrasis plays a role in co-
enunciation. It allows the enunciator to correghecsort of presuppositions of the co-enunciator
about some facts, thus to build a bridge betweeatwreal” representations and linguistic
representations. She explains its modal functicioléswys:

« Le recours a la périphrase étren train dee dépasse la problématique
de la temporalité, et marque avant tout un jugenogrtitatif de la part
de I'énonciateur, avec remise en cause d'un préss@ppositif ou
négatif. Nous ferons les remarques suivantes rdesplan sémique, la
périphrase n’est pas référentielle, elle ne poseuae information
nouvelle 11 , la notion detrain » ne renvoyant pas systématiquement a
une activité« en déroulement dans le réel - métalinguistiquement, étre
«en train de souligne une relation d’équivalence«(étre ») entre le
groupe nominal sujet et untrain », avec marqueur de présélection de la
complémentation verbale & de ») - sur le plan pragmatique,
I’énonciateur argumente et préoriente la réceptim son message : il
s’appuie pour cela sur une pseudo-anaphore, étpatales arguments
spatio-temporels, consistant principalement a signau coénonciateur
gu'il lui manque urn« chainon» (ou « wagon»), une étape essentielle
dans la construction de [I'énoncé, pour en appréclar valeur
référentielle. La périphrase, ayant pour fonctioa figer le dynamisme
notionnel, est incompatible avec des verbedéja » statifs, ou proces
non bornés (* il est en train d’étre [...] / de gaAN[...]), et sera associée
a des processus faisant référence a une activitérsmtale, liée au dire
ou a la cognition (dire, raconter, faire des rév@as, se rendre compte
[...]), soit physique (s’habiller, réparer [...})(Lachaux 2005, p.133)

She further argues that the periphrasis expressgs modal than aspectual values. When it

expresses an aspectual value, it always doesmnhbination with a modal value.

«La valeur purement aspectuelle de la périphrasesdo’elle apparait,
n‘apparait jamais seule, pour elle-méme, mais fhdbjet d'un
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réinvestissement modal et communicationnel a v¥suasive de la
part de I'énonciateur, sous couvert de délimitat&patio-temporelle»
(ibid., p.138)

She also points out that

«Etre «en train de est une périphrase liée a la co-énonciation : elle

apparait pour corriger une premiere impression, paeétablir une

‘vérité’, pour répondre a une mise en doute évdtguaon par le biais

d’'une simple contradiction, mais par une rhétoriqoersuasive. Avec

étre «en train de , il y a présupposition, anticipation d’'une nonigance

pour le co-énonciateur, qu’il y ait ou non dérouksmhdu proces dans le

réel donné comme référent : I'énonciateur s’attedncce que le co-

énonciateur n’adhére pas aux implications pragmae) qu'il convient

de tirer de la reconnaissance du proces en courd, éherche donc a

pré-orienter la réception de son message en praséses assertions (ce

qu’il présente linguistiquement du monde réel corarag a l'aide d’'une

structuration complexe. Le référent du sujet devidajet de discours, de

« son » discours, toute intentionnalité apparente étantugsttie a

I'intention de communication de I'énonciatewr(ibid., p.137)
In this project, we considerer train de as an aspectual periphrasis that marks the aspect
value of on-goingness of an event at a certairreat® time. Like Leclercq (2007) we do not
consider the auxiliargtreto be a constituent of the marker in order fobiekpress an aspectual

value. We justify our choice given the followinggsibilities in native speech:
() «En train de> can be used withoétre e.g.Je I'ai surpris en train de voler une baguette.

(i) «En train de> can be used with other verbs suchvais (to see) e.gJe le vois en train de

faire ses devoirs

(i) «En train de can be separated from the main verb used in tbpopition e.g.ll était

allongé en train de lire un livre.

Our focus on en train de without includingétre would give us more possibilities to account for
the use of the periphrasis in learner varietiegneat earlier stages given the fact that the

auxiliary being a difficult element to use in eall¥ acquisition.
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5.3.2.4. Use ofen train de» by FrL2 learners

As mentioned before, the research of hasm ¢rain de is actually used by FrL2 learners at
different stages of acquisition is very limitedféw years ago, Leclercq (2007) investigated the
use of the periphrasis focusing only on Englishaaded and near-native learners of French. So
virtually not much has been said about the useeoftrain de in earlier stages of acquisition.
The range of learner profiles we investigate in project aims at filling this real gap. I1&€r
train de» learned and used in early stages of second Frangu&ge acquisition? If so, how is it

used by learners at the different stages?

We nevertheless have a detailed picture of the @nmgerforms expressing temporal values in
FrL2 acquisition based on a number of studies, haB&rtning & Schlyter (2004); Bhardwaj et
al. (1988); Dietrich et al. (1995); Klein & Perd(#97); Noyau (2002) and (Perdue 1993b).
Earlier stages show the alternation between the warb, V-&, and the V-e form. Bardovi-
Harlig (2000, pp.115-116) reports on the findingssome studies on French second language
acquisition describing the following developmergatjuence:

«Noyau, Houdaifa, et al. have observed that the fre may become
either an infinitive or a participle. One adultreer in their longitudinal
study was able to use Aux + V¢ passé compgséut the learners in
the study did not acquire the contrast in gramrahspect between the
passé composé and the imparfait. In contrast, éesustudied by Schlyter
(1990) did require the contrast. Schlyter compdhedacquisition of L2
French by two tutored adult learners (L1 Swedisitl the bilingual (L1)
acquisition of French by German-French childrene @dult learner was
recorded after 9 months residence in France, ther atfter 11. Schlyter
also drew on a larger, unpublished, cross-sectistaly of seven adult
learners and additional longitudinal data from the learners and
posited an acquisitional order. She posited theviahg order for French
L1 and adult French L2 acquisition (1990, p. 3(b)obne or two basic
forms with variable use. 2 passé compos4in certain cases, not yet
entirely productive). 3veux+ infinitive or va + infinitice (to refer to the
future). 4. clear cases of imparfait : firgtdit, avait” and modals. 5.
pluperfect, tonditionel, "subjonctif.»

The developmental sequence reported and widelyostgapin the literature does not give any

indication about the emergence of the sequencer&n de”. We know nevertheless that the
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development and use of auxiliaries happen quite late in the acquisitional process.

Another field of related research about formulaic constructions offers insightful findings to our
investigation. In fact, recent research studies on what was called “prefabs” or “formulaic
sequences” (Bartning & Forsberg 2006; Forsberg 2006; Wray 2002) help us build hypotheses
regarding the periphrasis and its use in second language acquisition. In fact, in her PhD thesi
about formulaic language in French, Forsberg (2006) class#ies {en train de as what she

calls “séquence préfabrigugéemeaning a formulaic sequence. A formulaic sequence, to borrow
the definition of Bartning & Forsberg (2006), is (words between [...] are our additions):

« [Ung suite de plusieurs mots qui sont stockés en tant qu’unités
holistiques et qui ne sont pas générées par la grammaire ou le lexique au
moment de I'énonciation. Les SP [séquences préfabriquées] en francais
peuvent étre aussi bien des collocations commegarder de haud que

des marqueurs discursifs comme’est vrai que» ».

According to Forsberg (2006) there are two types of sequences: idiomatic constructions and nor
analysed units, schematised as follows:

Figure 3. The two types of formulaic sequences (Forsberg 2006, p.7)

Aston University

lustration removed for copyright restrictions

The characterisation ofen train de as a formulaic sequence might help us analyse the use of

the marked form in FrL2 for the reasons highlighted in the following quote:

«It has been shown that a user's knowledge of formulaic sequences
impacts heavily on language proficiency and idiomaticity. Because these
sequences follow neither grammatical nor lexical rules, they constitute
the last threshold for advanced L2 learners. In second language
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acquisition, the termformulaic sequencenot only applies to strict
idiomatic constructions, but it is also used toerefo sequences that
appear to be acquired in a holistic manner durhmg first phases of
acquisition...Situational and Idiosyncratic prefabge afound to
characterise the early phases of acquisition, whérical prefabs are
mastered later and are a major difficulty for Larleers. Only very
advanced learners who have spent considerableitirieance produce
the same proportion of Lexical prefabs as nativeakprs. Discourse
prefabs constitute the most important categoryatbgroups, including
both natives and non-natives. It can thereforedstypated that the main
function of formulaic sequences in spoken Frenckhé& of discourse
structuring and speech management. Although thisgoay is present
already at the beginning stages of acquisitions the only one where
slight differences in late-stage L2 users are found. some learners
overuse this category. The development and userofulaic language is
explained within a framework dfrequency EffectsCoupled with other
factors, frequency can account for why Lexical gbsf are so hard to
acquire and also why formulaic sequences take sudbng time to
master. »ipid., p.6)

Different types of formulaic sequences are used raadtered at different stages of language

acquisition. Indeed, she argues that there existacguisitional sequence according to which

learners move from using non-analysed sequenaesystem of more creatively applied rules.

«Les unités non-analysées se rapportent aux étapésles de

I'acquisition d’'une langue (et présupposent uneoadgosition), alors

que la maitrise des séquences préfabriquées idiques survient assez
tardivement (...) En L2, la situation est entieremeamversée, vu que
I'apprenant part d’'une perspective analytique, t@ufait conscient de
'unité mot, et, il doit, successivement, apprentirecombinatoire des
mots. Ce n’est que pendant la toute premiere péribdcquisition que

I'apprenant L2 applique un mode holistique, maipakse rapidement a
un mode analytique. L'acquisition L2 est donc ungesssus qui évolue
plutot vers un mode holistique.(ibid., p.7)

What is generally claimed in the literature is thta full mastery of formulaic expressions is
achieved very late in the acquisitional processayN2002, p.182) believes however that the late

mastery of formulaic sequences is explained byfrbguency of the input and it is subject to
individual variation.

«Despite the apparent ease with which formulaiciseges seem to be
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picked up in early stages of learning, by the ttheelearner has achieved
a reasonable command of L2 lexicon and grammar, ftmulaic
sequences appear to be lagging behind. This caujddb an impression.
Native speakers can tend to take for granted thidéio expressions are
so common as to be elementary, whereas, in facause they often have
idiosyncratic grammar or vocabulary, learners cammow them unless
they have actually encountered them before andahat point in their
learning when they have a chance of making senesof. »

She also highlights that the differences betweannlers result in a dissimilar use of formulaic

sequences at various stages of acquisition.

«It seems clear that there are some fundamenttdrelifces between
different types of learner, and that, in particulgart of the well

organised contrast between the success of adudtsy@mg children in
second language learning may reside in the maintenaf two crucial
balances. One is the balance between the two tefutnations of

formulaic sequences, namely, the achieving of ssfak interactional
events and the saving of processing entailed imadgt identifying

features to be learned. The second balance, (..4lss linked to

acquisition, is that between formulaicity and cregt.» (ibid., p.198)

Going back to en train de which is our focus here, Forsberg (2006) arguesdas Wray's
(2002) research and the Heteromorphic Model ofclmxi(bid., p.263), that lexical units in
language are of three types: the morpheme, thenmophemic word, and the formulaic
sequence. The three units are distributed into fiséonal types of lexicons: grammatical
(Lexicon 1), referential (Lexicon IlI), interactioné_exicon 1ll), memorized (Lexicon 1V), and
reflexive (Lexicon V).En train debelongs to the grammatical lexicon, and is a gratiual

formulaic sequence. Forsberg (2006, p.55) definesgatical formulaic sequences as follows :

«Les SP Grammaticales ont pour principale caractéyiee de ne pas
avoir de contenu extralinguistique. Nous sommessaente qu’il est
toujours délicat de faire une division trop rigidatre mots de contenu et
mots fonctionnels, en parlant de référence extma-irdralinguistique.
Nous en parlons néanmoins ici afin de simplifiedetrendre plus claires
les différences principales entre nos catégories. d¢ens des SP
Grammaticales est procédural, a I'opposé des SHchis. On peut
également caractériser les SP Grammaticales par um&nsion
sémantique tres restreinte. Il s’agit donc de fasrfigées qui ont trés peu
de polysémie et dont la fonction communicative tn'gms
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propositionnelle / référentielle, mais elles sotilisées pour quantifier et
déterminer les unités référentielles et de les rers@ans un cadre
aspectuo-temporel. Ces seéquences opérent donc aeauni du
syntagme»
Within the grammatical formulaic sequences categesy train de belongs to the sub-category

of aspectual marker¥:

The figure below accounts for the distribution eh«rain de. It is inspired by the descriptions

of formulaic sequences provided by Bartning & Fergh(2006) and Forsberg (2006).

31 The three other sub-categories are : determirfagtaine sorte de expressions of quantityg. un petit peu, la
plupart, pas du tout, beaucoup pjund definite pronouns (such &s uns les autres, quelque chose
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Figure 4. Classification of «n train de> as a formulaic sequence in native and non-native spch
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In other words, en train de belongs to the category of aspectual markers wihi¢ctrn belongs
to grammatical formulaic sequences which is pafbahulaic sequences in the target language

and learner variety.

According to the findings of Bartning & Forsberg)06) study, the grammatical category of
formulaic sequences is the only category that sm¢snanifest a clear evolution, i.e., does not
grow in number across acquisitional stages. Theyaéx this by the fact that this category

contains limited expressions belonginglasses fermées.

In the light of all this, and based on the catesgiron of the periphrasis as a formulaic sequence,
we expect that the use oér train de across the range of acquisitional profiles we haile
manifest changes according to the amount of inpal éearner is exposed to and also according

to the learner's communicative style.

In this chapter, we have reviewed the main stuttiasdeal with the role of progressive marking
in the expression of simultaneity. We have intraliche notion of on-goingness and its
grammaticalisation in different languages, and thenfocused on our languages TAL1 and
FrL1. We started with giving the state of the artresearch on Tunisian Arabic in general then
we narrowed the scope of the overview to focus amythe expression of on-goingness. We
focused afterwards on the expression of on-goirgmesFrench. We concluded that in the
literature, there are two attested markers for @sging that an event is in progrega;’id and
«en train dexin TAL1 and FrL1 respectively. In Tunisian Arabtbgere is evidence that PV only
could also express the same aspectual value. hrclrreve have also proof thaeén train de»is

not fully grammaticalised like Englishing form for example (Leclercq 2007). We have
therefore at hand comparable ways of expressingoamgness in our two languages, despite the

presence of one more systematic marker in TAL1clis the post-verbal marker

In the following chapter, we deal with the acquasitl dimension of this project with more

details, tackling the notion of perspective-takingolving a complex verbal task.
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CHAPTER 6. OUR CONTRIBUTION
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In this chapter, we remind the reader of our redeasbjectives and questions. We will
reconsider the questions we presented in the imttazh, in light of the key theoretical concepts

we have discussed above and the research we haseed.

As the above literature review shows, the key dhed attracts attention from the research
community relates to the issue of how simultan&tyexpressed at the utterance level. This
encompasses the role of aspectual marking in esipgetghat two events share a temporal stretch
at a certain interval of reference. Furthermores thterest is also oriented towards the
construction of the simultaneous events at theodise level. In fact, one area of extreme
importance is the investigation of the temporabkpectives under which the speakers present the

simultaneous events in discourse.

Nevertheless, the available research on this iepiery limited and clearly inconclusive. In fact,

the Simrelation has only been investigated in some laggsiavith limited groups of learners.

Those languages include Czech L1, German L1, Hndlls and Czech L2 by English and

German basic, intermediate and advanced learnehen{8dtova 2004), English L1, French L1,
and English L2 by French near-native speakers éregl2007; 2008; 2009), and Turkish L1 and
German L1 (Acsu-Kog¢ & von Stutterheim 1994).

The range of languages investigated has clearly tiedted to date. One of the valuable
contributions of this study is to give insightsarftow simultaneous events are expressed via
aspectual marking in a different typological gro@Qur project intends to give a clearer picture
of progressive markers in TAL1. At the same timey, data constitute an unprecedented corpus
of oral productions in TAL1, which could createdid basis for the investigation of temporality
in this spoken language. Furthermore, we intendoimpare two languages that are generally
reported to be very different as far as temporaditgoncerned. The studies which have examined
FrL2 by Arabic learners have done so without anafyshe L1 in question based on empirical

data.

In addition, some research questions dealing witn€¢h L1 need further deepening. These

include the use of the on-goingness marlar train de interchangeably with the simple form
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for expressing on-goingness (Leclercq 2007). Thekwn this area to date has focused only on
the inclusion type ofSim Moreover, the investigations so far have exchkigivrelied on
retellings of commercials to elicit the expressiohSim We aim to enlarge the field of
investigation to include stimuli, which show petfgsimultaneous situations. We also intend to
compare this type with inclusion. As such, we dsfezd the material used so that it
encompasses different types of stories (movie etsgr@ommercials, etc. as we will see in part
two). With these more diversified tools, we hope dgain more insights into how two
simultaneous events are construed in a story, amdthe use of en train de versus simple

forms in retelling simultaneous situations is sagm@ stimulus material.

As the review above shows, we have at hand twoukages, TAL1 and FrL1 whose main
markers of on-goingness (mainlya:'id in TAL1 and «en train de in French) are not
completely grammaticalised. Our comparison intetidsefore to verify whether this common
feature would result in similar behaviours of tipeakers of each language on the same verbal
task.

Additionally, we intend to look at the use of thegressive marking at the utterance level and at
the discourse level. We hope that our analysisaattitribute to a better understanding of the use
of aspect in discourse in general. In fact, thedytaf discourse as a whole with focus on
simultaneous events would provide additional figdinabout discourse organisation, which
would challenge the still rigid ideas about the og@spect to structure the narrative discourse
mainly based on the study of sequential events.

To summarise, our project/our PhD investigates témaporal perspectives under which the
speakers present simultaneous events in discauiBalil, FrL1 and FrL2 by Tunisian learners.
It focuses on the use of progressive marking inresging two types of simultaneity, perfect
simultaneity and inclusion.

Given the plethora of possibilities to split thengde examined, we have decided to focus our
attention on two different groups in each sourcglemge: a group comparable to the immigrant

adult learners involved in the ESF project, andadnanced group with a high educational
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background. This allows us to highlight the keyfeténces between the samples. Indeed,

linguistic variation within one language is verylhagtested.

«Ilt must be described how linguistic variation etates with

extralinguistic factors. These include, for examplgocial class,

geographical distribution, the specific communiatisituation, the

medium (written or spoken), or development overetirbe it of an

individual (>language acquisitition) or a speech commurityigtorical

change).» (Klein 2005, p.1164)
Other earlier research has not always considenestgifying informants’ profiles in studying a
particular L1. The fact that we diversify the saenjph each L1 is pioneering. Many possible
other splits constitute an avenue for further reseaJdust like the signalling modelin
economics points out, the educational profile @& thformants mirrors and shapes many other

features of groups, such as profession, abilititsrests and social environment.

Our project intends to examine how TAL1, FrL1 andLE informants relate simultaneous
events in discourse using on-goingness deviceains at bringing answers to a number of
research questions. We detail our questions thaitated in the introduction, in light of the key

concepts discussed in the literature above, asvsll

(1) What happens if we have the two types of pregjue markers within one language; one fully
grammaticalised and one in an on-going processrarngaticalisation, which is the case of

TAL1; and what are the contexts of use of the omgéess fully grammaticalised one?

(2) If both FrL1 and TAL1 code on-goingness lexigalwill that result in similar aspectual
perspectives taken on events in the verbal taskfessing simultaneity?

(3) Does the educational background of informantshe respective L1s affect the way they
complete the task?

(4) Does the L1 of Tunisian learners of FrL2 inflae the way they use aspectual marking in

32 Spence (2002)
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retelling simultaneous situations?
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PART TWO: THE STUDY

158



Introduction

The second part of this dissertation is devotedutostudy of the use of progressive marking in
expressing simultaneous situations. The first aras devoted to the research methodology
adopted in this project. It presents the informavtie participated in the study as well as the task
that was used to collect the data. In additionexplains the data collection procedure and
presents the visual stimuli designed and useditd #ie oral productions. The second chapter
describes the methodology of data coding and tFerent tools used for the data analysis.
Chapter 3 details the major findings of the datalyses. The last chapter is devoted to a
discussion of the research findings, and a preSentaf the limitations of this research. This

second part terminates with a reconsideration ofratial research questions, and a summary of
the results with reference to them.
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CHAPTER 1. RESEARCH METHODOL OGY AND DATA

COLLECTION PROCEDURE
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1.0. Introduction

In order to dig up the issues of how simultanewy eixpressed in the languages we are

investigating, we had to elicit a corpus of oralqurctions. Indeed,

«Contextually embedded language (text) productasith be analysed in

order to get a hold on processes of conceptualisativon Stutterheim &

Nuse 2003, p.852)
Our investigation is therefore based on the amalg$ioral productions. In this chapter, we
present the data that we gathered. More specificale present how the data was gathered,
explaining the task procedure and the stimuli utmdthe data collection as well as the

informants’ profiles.

1.1. Pilot study

A pilot study including 27 participants was condaettin France and in Tunisia: 10 Tunisian

learners of FrL2 and 5 speakers of FrL1 were reambid France and 12 Tunisians were recorded
in Tunisia on the same task in TAL1: retelling Seo clips we have adopted from the work of

Schmiedtova (2004).

The pilot study made us aware of certain methodcébgroblems, which gave us new insights
and ideas to develop our methodological tools ler main study. One of the problems was the
elicitation question used. In fact, the particigantere sometimes asked a question in the past
tense; and at some other times in the present.t&éhsedata showed that oral productions were
in the present or the past regardless of the temsgloyed in elicitation question. Yet, to
maximize the homogeneity and validity of the datahmve decided to use an invariable question
in the past tense with all the participants in TAdrdd in FrL1 and FrL2 for all the retells.

Furthermore, having a group of Tunisian learnersHid.2 and another group of Tunisians for
TAL1 makes it difficult to study the transfer phemena, if there are any. In any case, it makes
the comparison of the oral productions in the seumed target languages tricky. Therefore, for

the main study we have decided to conduct the ewrpat in FrL2 and TAL1 with the same
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participants.

Moreover, even though the stimulus material usexl graved to be effective for eliciting the
temporal relation oSim our interest in its expression and marking in tiaerative discourse
made us think and work on other different visuathndological tools of various types in order

to elicit retells. We will expose the new matedakigned in the third part below.

1.2. Informants: profiles and groups

Thirty informants were selected to participate s tstudy: One group of Tunisians and one
control group of native speakers of French. Eacthefgroups was composed of two sub-groups
according to their educational background and gaémal profiles. Table 13 gives details about

the number of participants in each group:

Table 13. Number of participants

=)

Low education| High educatio
Tunisian informants (n =19) 13 6
Control group (n = 11) 6 5

1.2.2. Tunisian informants

The Tunisians who participated in this study belamgwvo different groups. In each group, they
were chosen according to certain educational, psodeal and personal criteria. Table 13
provides detailed information about every partioipahe date and place of recording, age,

occupation, education, and duration of stay in €&an
1.2.2.1. Low educated informantghenceforth L-educated)

They are Tunisians aged from 24 to 40 (average 32ewho have immigrated to France for
employment purposes and who received very littiecaton in their country of origin. They did

not study French at all at school, or they didoit & very short period of time in their primary
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educatior®. In fact, all the informants in this group haveeaied 2 to 5 years of primary
education only. Given their city of origin, thesdarmants did not speak French in Tunisia in
their daily communicatioff. All of them have started using French only inrfé& in order to
cope with everyday communication needs in sociaty] sometimes at work. As far as their
professional occupations are concerned, they armahavorkers on building sites or artisans
(hairdressers, waiters in Arab cafés or plumbeés}he time of the data collection, 11 of these
participants had stayed in France from 2 monthk3oyears. For the two others, they have had a

longer duration of residence in France: 8 yearsldhgears.
1.2.2.2. Highly educated informantgH-educated)

These participants were selected for their advat®es in French. In fact, the six participants,
aged from 24 to 33 (average age: 28.5), have hdycagional qualifications as they have
finished their post-graduate studies. They haven ligang in France for 4 to 6 years. They hold
high professional positions that require an advdreeel of French. Some of these participants

were recorded at home or in public places.

The following graph displays the informants in bgtioups detailing their length of residence in
France. A0l to AO6 are the codes attributed toHkeducated Tunisian informants and Al to

A13 are the codes given to the L-educated inforsant

% In Tunisia, French instruction starts from tHey#ar in primary school. Generally, during thetfiyears, it does
not involve much grammar, but elementary notiors gangs.

34 French use in everyday communication and bilingoal(TAL1-Fr) is a phenomenon that can generally be
observed in only some Tunisian environments eslhgaiathe big Northern and coastal cities.
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Figure 5. Tunisian speakers’ duration of residencén France at the time of the recording
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1.2.3. French native speakers

Native speakers of French also belong to two graspthey have two different profiles that are

comparable to the Tunisian informants’.
1.2.3.1. FrL1 L-educated informants

These participants, aged between 44 and 60 (avemgge 52), have received very little
education, and are manual workers or artisans €vgaitashiers, etc.). They were recorded on

their worksites or in a café.
1.2.3.2. FrL1 H-educated informants

These are highly educated native speakers, ageddfoto 44 (average age: 35), who work as
consultants in new technologies for the Frenchctetenunication company;rance Télécom

All of them were recorded in their offices 8ofrecomaFrance Télécors subsidiary company.

All our participants have completed an oral quest@re. The questions that the learners
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answered concerned their age, city of origin, etlocacivil status, origin of their partners if
applicable, date of arrival in France and profassidhey were also asked if they had completed
any linguistic training in France and to what exteéhey used French in their everyday

communication, at home, at work or in their sotifal

1.3. Visual stimuli

As von Stutterheimet al (2009, p.199) point out, constraining the vertzsk by carefully
choosing or designing the visual stimuli used F& dlata collection is a major step for analysing

the process from perception to verbalisation.

«This elicitation technique allows for the manigida and analysis of

the different steps involved between the percepioa particular visual

stimulus on the one end and the utterance of achpsignal on the

other.»
We have elicited our data using eight differenuaisstimuli: Three video commercials of the
five used in the pilot study were selected and useithe main study. We called these videos
Fire, Salmonand Soup They show two situations that overlap during aterval of time,
involving two entities; animate or inanimate, calesed as the protagonists of the situations

involved.

In addition to the three commercial video clipsjefivideo extracts from different types and
genres were included in the stimulus material uSédtese five videos were extracted from
different sources. Two scenBseakfastand Wake upwere selected from the long movimi
Albinoi (2003) by Dagur KariBirds was taken from a musical clip of Bob Marley’s sdrtgee
Little Birds. Earthseawas extracted from the animation movViales from the Earthseg2006)

by Goib Miyazaki.Kabaretwas choseifrom the playDrunkard by the Polish troopotem.

All the videos used show simultaneous situationsother words, they involve two situations
that share a value on the time axis. These latiewdifferent types of overlap due to the
properties of the situations they present. The ogdare classified into two main categories:

videos in the first category involve on-going phkctivities and perfect simultaneity. Those in
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the second category manifest an “inclusion” typeSofi which means that one situation is
interlocked in the course of the other. The fortype manifests no progression on the time line
while the latter one is composed of successive @ednactivities that are chronologically
ordered, hence showing progression on the time. IlWe assume that in relating the
simultaneous in discourse with the aim of buildiqma narrative, the perfeSimtype of videos
would present more constraints to the speaker tti@mclusion type of videos. In other words,
the absence of progression on the time line inpréectSim videos would be a constraining
feature compared to the inclusion type presentinggnession and presenting therefore a

facilitating component to build up a narrative.

Table 14. The two types of simultaneity in the vides

Type Properties of situations Schematic reprefienta Video
1: Perfect S1: durative, unbounded | S1 Hi Breakfast
Simultaneity S2: durative, unbounded | S2 1'14”
(PerfectSim)
S1: durative homogeneous S1 Birds

Two parallel . L \ "

N atelic activity S2 28
situations

S2: durative homogeneous
atelic activity with a left

boundary Earthsea
1'09”
2. Inclusion / S1: durative homogeneous S1 i Kabaret
Emboitement activity S2 b i | 2'30”
S1 S0 S3 Wakeup
One durative S2: bounded events, with 1'08”
situation observable left and right Salmon
simultaneous with @ boundaries, presented in a 26"
sequence of sequence Fire
bounded situations 29"
Soup
16"

The two situations in the vide@reakfast Birds andEarthseathat constitute the first type have

the same type of simultaneity: perfect simultan&thmiedtova (2004). Secondly, they involve

two situations that do not present progression twetime line. The videBreakfastinvolves an

on-going activity that is non-homogeneous and prtssan inferable change of state, which is

simultaneous with a homogeneous activity. In féo, first situation <a young man preparing
166



pancakes> can be analysed into many sub-phasearthaiot similar or equal in length. The
visual stimulus shows some of these sub-phasessirgpghe pancakes on both sides>,
<spreading the batter in the pan>, not all of théfat the common shared knowledge of
preparing pancakes would allow the informant t@iirthe sub-phases not shown on the support,
such as <putting the batter in the pan> etc; asd ta infer the term of the activity, its ultimate
result which can be described as <having the pancakked and ready to eat>. This inferable
telicity is represented by the symbol [}] in Tah# Retelling what happened in the scene would
require making choices that vary from representiegactivity as a whole and / or segmenting it
into the observed parts of the activity. The nombgeneous activity is perfectly simultaneous
with a homogeneous activity <an old lady dancinghis activity cannot be segmented, as any

of its sub-phases are similar and share equal grepe

As for the video8irds andEarthseathey involve two homogeneous and atelic situatiarisch

do not present any visible or inferable endpoint.Birds, <a man playing the guitar> is
simultaneous with <a girl dancing>. Earthsea the two situations are <a girl singing> and <a
boy crying>. Both of them have another particujarihe second situation starts slightly after the
first one, the temporal interval being only a matteseconds. Starting from that left boundary of
the second situation, the two situations contilouevierlap during the video. This property might

affect the choices of lexical contents by the infants to retell the scenes.

The other five videosKabaret, Wakeup, FireSalmonand Soup show a different type of
simultaneity: One situation consists of a seriesbofinded and successive events that are
“framed” or “included” in the other situation. Asich, Schmiedtova (2004) calls this type of
simultaneity “inclusion”, and Leclercq (2007)rhboitement de situationéS2 being put in a

box or framed by S1). Videos classified under thoe however show the following differences:

(i) The first difference concerns the type of boedicevents paralleling S1. In three videos,
namely Kabaret Fire, and Wakeup events of S2 performed by the second protagarist
different from one another. For example, kire, a man performs this series of successive
activities: <walk towards the track>, <open the dob the track>, <take a journal from the

track> <close the door of the track> <walk awayrtHe two othersSoupandSalmon the same
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event is seen or understood to be repeated oteteeanumber of times. Boup for example, a
man talks repeating many times <quiet please> @ailmon a cat is understood to repeatedly

<steal slices of fish>.

(i) The second difference has to do with the fefethip of one situation to another. In fact, in
KabaretandWakeup the events of S2 are seen to affect the cour§d oAlso, S2 affects S1 to
the extent that it brings it to an end. For exampieKabaret the woman who is seen to be
<sitting on a chair reading a newspaper>, <stoginga and <fall from the chair> as a drunken
man <push the woman from the chairs>Saimon SoupandFire, however, events constituting
S2 do not interfere with the course of the evendésgnted. Ii'Soup the iterated event of the man
<saying repeatedly quiet please> happening in leanaith S1 <a young man eating soup>, is
understood to affect S1, but this interference du#sstop the event itself from happening <eat

soup>, but affects the manner in which it is happgreat soup silently>.

Consequently, the first difference explained abigviess relevant to our classification as far as
our main investigation is concerned: studying aspew its role in the structuring of the
discourse. The second difference is more relevara basis for distinction between the videos,
as the interaction between S1 and S2 is expectaffetct the aspectual choices made to retell the
situations watched. The iterativity of the eventSa in Salmonand Soupis also considered to
represent a series of bounded events, the oneatiffated from the other as it occurs in another
time span on the time axis. As such, the iteraleétson can be represented as follows; S,
Sas.., etc. It is also worth noting that S1 in the videsbowing inclusion is on-going and durative.
It is homogeneous iBoup<eat soup> anéire <burning>,Kabaret<reading newspaper> and
Wakeup<sleeping>. InSalmon however, it is non-homogeneous <prepare a mesi>the
retelling of the story might involve making choicesther pointing out the global activity of
preparing the meal and / or paying attention tosiib-phases such as <wash vegetables>,

<season>.

Finally, it is definitely worth noting that in alhe videos selected for the verbal task, the

situations share a relation of tempd8ainand they also share space. Understanding thaivthe

situations occur in the same space is facilitaieddme elements. For instanceBireakfast it is
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possible for the informants to grasp that two pyotasts are in two neighbouring areas, the
kitchen and the living room, given the shared musiBirds, we see both protagonists in front
of a house. IrEarthsea the shared space is the green field on whichtwleesituations take
place. InKabaret the proximity of the two protagonists is visilda stage to the spectator. In
Fire, the common space is the screen split in two Balire Wakeup, there is an interaction
between the two protagonists in the same spacedtme of the young man sleeping.3almon
andSoup there is an interaction between S1 and S2 thaidres in one shared spaceSkimon
both the cook and the cat are in the kitchen, wagr|Soup the voice (protagonist 2) comes

from the television which is in the room, wheretagonist 1 is.
Conclusions

The videos used as visual stimuli for the eliottatof data show different characteristics as they
present two distinct types of simultaneity, and 8iwations they present show individual

properties. These distinctions are summarised MeTES:

Table 15. Properties of the situations involved ithe eight videos

Perfect Inclusion or| Series off S2  affects| S2 puts| Iteration  of
simultaneity | “emboitemetit bounded eventy the course ol an end to one event in
in S2 S1 S1 S2
Birds + - - - - -
Earthsea | + - - - - -
Breakfast| + - - - - -
Wakeup | - + + + + -
Kabaret | - + + + + -
Soup - + + + - +
Salmon | - + + - - +
Fire - + + - - -

The videos are mainly classified into two categgreach one into 2 sub-catogries according to

the following criteria:

() Perfect simultaneity or overlap of S1 and Skeve we distinguish between two types:
S1 and S2 share the same interval on the timg Breskfasy

S2 starts slightly after, and perfectly parallels(Birds, Earthsea
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(i) Inclusion or ‘emboitemerit where we distinguish between two types:
S2 does not interfere with S$dlmon, Fire, Soyp
S2 interferes with S1 at a certain point and paoterad to it Kabaret, Wakeup

The diversification of the stimulus material used the data collection is motivated by our
interest in studying the role of aspect in retgllthe scenes presented. In fact, we are interested
in investigating the aspectual forms selected tellreach of the types presented above along
with the types of lexical contents chosen with efem. We assume that the properties of each
situation would motivate the aspectual values esq@é. In fact, the properties of situations
described above would influence the choice of aspeed. Furthermore, conceptualising the
situation influences the choice of the lexical ems$ attached to the aspectual forms used
(Carroll et al. 2004; Herweg 1991; Kozlowska 1998b; Leclercq 20BtArren & Natale 2008).
Our classification helps us therefore to deal i specificities of each video, to bring answers

to our questions.

1.4. Task procedure

All the participants, native speakers as well asrlers, were presented with the eight short video
scenes in the same order on a computer screen.S€ank was presented as many times as the
participants needed. After making sure they hadcheat the scene enough times to do the task,
the computer was put on pause, and the participgets asked to retell what happened in the
scene. They were all asked the same question ipas$ietense. Native French informants as well
as Tunisian learners on the ask in FrL2 were a$irdest-ce qui s’est passé dans cette seéne

(What happened in this scene?). For the TAL1 da&,informants were askedrnuwa sa:r fi

elmashhad he@?” Each informant in FrL1, TAL1 and FrL2 repeatbe same procedure for all

eight videos. The narratives were recorded usidigital recorder and a microphone.

The French native speakers were asked to prodat@anrations in their L1, while the Tunisian

informants were asked to do the task in FrL2 an@Ahl. When they were contacted for the
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experiment, they were not told that they would bedpcing narratives in their first language. It
was after completing the task in FrL2, and a shoetak of about 10 to 15 minutes, that the
participants were asked to retell the scenes in TAb so doing, we have minimized the
interference between L1 and L2 in the completiorthef verbal task. Actually, they were not

made aware from the start that the investigatokesga\L1.

In the second stage of data collection (TAL1), vy of the informants needed to watch the
scenes more than once for they had already watitleed at the first stage (collection of FrL1

retellings).

1.5. Ethical dimension

The data collection procedure and elicitation tdsknot raise serious ethical issues. In fact, the
participants were recorded retelling stories alvlgos that were extracted from different visual
stimuli. Furthermore, they were not asked to glveirtnames, and the questions that they have
answered concerned their stay in France, and Btiguprofiles including their use of French in
everyday communication. More importantly, the data made anonymous, each participant is
assigned a code number. Nevertheless, the facivithaeeded to record the data was an issue for
some of the subjects. These subjects were freévéotigeir consent or not to participate in the
data collection. In order to meet the ethical regmients, we made sure at the first encounter
with every participant, without of course revealmg research questions, that he/she understood
all the relevant details about the research: tienstic character of the work, the final objective
behind our data collection, the way we were plagnawork on them and that we would exploit
them only for scientific research purposes. We a&splained to them that the data would be
made anonymous before any treatment or publishireny results. The participants who were
recorded were the ones who gave their total coremhisigned therefore the consent form. This
form stipulates that the participant gives his ¥ bensent for taking part in the research and

being recorded for the purpose of exploiting theadar the sole purpose of research.
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1.6. Conclusions on the methodology and data coltean

We believe that a corpus analysis is the only eiably to achieve our objectives. The
originality of our work lies in the fact that it¢ludes empirical data on TAL1 gathered under
similar circumstances as FrL1 and FrL2 data. Intadd what constitutes a real contribution is
that we maximized the comparability of our groupslata. In fact, in each L1 we have tried to
find participants with comparable profiles acramsguages. In addition, we are able to examine
FrL2 productions and compare them to the produsta@frthe same informants in their L1. In the
following chapter, we explain how we are going malgse and code our data for the purposes of

this research project.
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CHAPTER 2. DATAANALYSIS
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2.0. Introduction

The data on which our research is based consiB®dfretellings gathered from 30 participants.
The details are supplied in Table 16. :

Table 16. Presentation of the data

H-educated L-educated
N© of | N° of | N° of | N° of Total n° of
participants| retellings | participants | retellings | retellings
TALL |6 48 13 104 152
FrL1 5 40 6 48 88
FrL2 6 48 13 104 152
Total 392

2.1. Transcription conventions

All the data were recorded, digitized and transaibn CHAT format using the programme
Child Language Data Exchange System (CHILDES))yraecessible on InternBt

The transcription follows the rules set by the pamgme and the software CHAT. It allows
chunking the utterances into propositions. An attee is a natural unit of talk bounded by
breaths or pauses (speaker’s silence). In manyofatellings, an utterance corresponds to the
whole retelling of a video. Utterances are dividedour transcripts into ‘propositions’. We
define a proposition as the smallest unit of speeshtaining an event, process or state,
organised according to the topic-focus distributibhe main element of each proposition is a
visible or non-visible verbal element. Here, by nasible verbal element we mean any element
that can replace a verb (VO or AP in TAL1).

Mainly orthographic transcription is used in FrLlrratives and in FrL2 of advanced
participants (H-educated). In the FrL2 retellingoduced by learners at earlier stages of
acquisition, both orthographic and phonetic traipsions are used. Phonetic transcription is

% http://childes.psy.cmu.edu
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mainly used to avoid over interpreting the verbnisrsuch as those that end with [e] and that
could be either interpreted to mean the infinitiiraparfait or passé compospast tenses in
French. As for the TAL1 narratives, they were tmit®ed using the Arabic transcription

convention?® set for the CHILDES programme (see Table 1 andeTatabove).

2.3. Coding

In this empirical fieldwork, we have manipulatea sidependent variables and coded another

one for classification purposes:

(i) The stimulus material: the scenes were carngfciiosen according to the different types of
Sim they present. Each video used for eliciting theadaas analysed into scenes using a
software calledSubtitle Workshop. Thanks to this tool, each piece of the videos sescribed

and coded in terms of the situations it involved #re time that each one of the situations takes.
This gave a clear view of the types of simultanesitisations each video presented, as well as

the differences and similarities of the videos usét respect to the type &imthey show

(i) The source language of the informants TAL1d &rL1 and the target language of learners
(TAL1, FrL2).

(i) The education and profiles of the participafgee next point).

(vi) The order of presentation of the scenes thad Wept unchanged for all the participants in
TAL1 and in French.

(v) The elicitation question was consciously foratatl and kept invariably in the past (i.e. TT
before TU) in TAL1, FrL1 and FrL2.

(vi) The order of retelling for Tunisian learneFsL2 first then TALL.

%For more details about the transcription converstiofsit http://semtalk.talkbank.org/arabictrangtidn.htm
37 http://www.softpedia.com/get/Multimedia/Video/OtHél DEO-Tools/Subtitle-Workshop.shtml

175



(vii) The seventh independent variable that wasedao classify the data is the duration of stay

of the learners in France.

All the retellings were segmented into propositlamaits: they correspond in most of the cases
to the formal unit of a clause. They correlate wetlents at the conceptual level or states (for

descriptions).
As for the dependent variables, they are listetienfollowing:

() Coding of grammatical aspect used in every psition (Perfective, imperfective,

progressive, perfect, prospective (see Table 5abmthe definitions))

(ii) Coding of all the devices used to express omgness: marked forms and unmarked forms
(iif) Coding of lexical content in every propositig0-State, 1-State or 2-State contents)

(iv) Coding of the main structure and the sidectrte utterances in each retelling.

(v) Coding of the type of temporal relation expegks

- Presence / absenceSifnexplicit markers

- Presence / absence of Sequentiality marker

(vi) Classification of retellings according to th&rpes: descriptive accounts or narrations.

2.2. Determining informants’ learner varieties

As mentioned before, we have selected for our dali@ction two groups of informants. The
first group (L-educated) is composed of speakergsetacquisition of French is untutored, as it
has taken place in a non-guided context withouvipus instruction. The second one (H-
educated), is composed of advanced learners whe leavned FrL2 first through instruction,
then have been exposed to input in spontaneougxtoot learning when they immigrated to

work or study in France. The following criteria gign overview of the two profile groups.
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Table 17. Profiles of group informants

Characteristics H-educated L-educated
- Guided acquisition, input provided through instion + -

- Non-guided acquisition, input provided in natwahtext) | + +

- Metalinguistic knowledge + -

- Education (primary level) + +

- Education (university level) + -

Notes «+» means that the characteristic applies, «-ans¢hat it does not

Nevertheless, this classification into two distigbups does not inform about the learner
varieties of our informants. In each informant grodhey share many characteristics and
conditions of acquisition of the language, but Hert analyses on their actual productions are

needed in order to establish the different leaviaeieties to which each one of them belongs.

For these analyses, we use the different desamgptiof learner varieties which are
complementary and which give a clear sketch ofrtfan L2 acquisitional stages. The first
description is the one that resulted from the E®bept, and was reported in many studies
(Bhardwaj et al. 1988; Dietrich et al. 1995; Kl&nPerdue 1992; Klein & Perdue 1997; Perdue
1993a; Perdue 1993b). We also use the descriptitreantermediate, advanced and near native
varieties made to enrich the description of theuesitional stages beyond the basic variety
(Bartning 1997; Bartning 2009; Bartning 2009; Barth& Schlyter 2004). Table 7 and Table 8
summarised in Table 18 below present in detaibgttreeral tendencies of learner varieties at each
stage, pre-basic variety, basic variety, interntediariety, and low advanced variety, medium
advanced, high advanced and near-native variéittestable provides a checklist against which
all the productions by each informant were cargfetkamined in two stages: First, we have

examined the expression of temporality, then disszmorganisation.
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Table 18. Checklist for general tendencies of leaan varieties

Temporal marking

Discourse organisation

Stage 1
Pre-basic varieties

Nominal structuring

“Calendaric” noun phrases

No verbal morphology

No inflexion

Stage 2
Basic variety

Infinite utterance organisation

“Calendaric” dewce

Verbs: 'base’ forms, i.e., verb forn
used with no verb inflection o
unclear morphology as a
unchanged form

n&ariety of adverbials
r
n

No tense / aspect marking

Principle of Natural ®rde

Stage 3
Intermediate Stage

Appropriate use of past tenses

Development of
subordination (causal,
temporal, relative...)

Use of periphrastic future

Subjunctive

Temporal subordinate clauses

Stage 4
Advanced low stage

Appearance of more complg
structures conditionne] plus-que-
parfait, andsubjonctif

xDiversification of

connectors

Overuse ofparce queand
mais

Stage 5
Advanced medium stage

Inflectional morphology still

Relatives withdont

developing

Appearance ofiérondif

Stage 6
Advanced high stage

Stabilised inflectional morphology
appropriate use of forms

,Native-like use ofenfin and
donc

Capacity to manage marj
informational levels in an
utterance

Native-like use of macrofr
structural relatives

Stage 7
Very advanced / Near
native variety

Influence of L1 in conceptualisatig
-of temporal distinctions

nNative-like use of discours
connectors

All the informants’ productions were assessed wethtion to the criteria from the checklist. The
analyses were based on the frequency of formsinBtance, in Table 19 and Table 20 below the

symbols used mean the following information: / uggests that the specific feature does not
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occur in any of the productions. / + / means that feature appears but its frequency is feeble
and noticeably unstable. For example, the symhol for tense / aspect marking indicates that
some temporal and aspectual marking is used butamstistently, as some other verbs are found
in a ‘basé- like form, without inflection. The symbol / +i$ used when a feature is present and
stable in the informants’ productions. The reswitghe analyses are displayed in the tables

below.
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Table 19. Detailed analysis of the informants’ usef devices to express temporality

A8 | A3 | A1 | A4 | A5| A6| A2| Al2| All| Al0| A13 A7 A9 A01 AO04 A02 | A03| A05 | AO6
Nominal structuring + | - - - - - - - - - - - - - - - - -
‘base’ forms , no verb inflection H oo+ O+ O+ - H - - - * - - - - - - -
Verbal morphology x| x| 2| x| +| +]| 4+ + + + +o+] 4 + + ++ +
Tense / aspect marking H H H H H 4 + + + + + + + + + + +
Appropriate use of past tenses * L - + H+ + + + + + + +
Use of periphrastic future - - - - - - - - - - - - + - + - + +
Subjunctive - - - - - - - - - - - - - + + + + +
Temporal subordinate clauses - - - - £ + + + + + +
Complex structures: conditionnel,| - - - - - - - - - - - - + + + + + +
plus-que parfait, and subjonctif
Slabilised inflectional morphology, - - - - - - - - - - - - - - + + + +
appropriate use of forms
Correct use of grammar but zones|of | - - - - - - - - - - - + + + + + +
clear difference from natives (choice,
use of forms...)
Acquisitional stage 2 3 2 3 2 3 3 3 3 3 3 il 4 5 5 66 6-7 | 6-7
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Table 20. Detailed analysis of the informants’ usef connectors and discourse organisation devices

L-educated

H-educated

A8

A3

A4

A5

A10

All

Al12| A13] Al] A2 A6 A7 A9 A01]

A04 A02

A03

A05

A06

Calendaric noun phrases

Use of a variety of adverbials

+ |+ |+ | +

+

+

Reliance on PNO

+

+
+
+
+ |+
+
+
+

Use of subordination (causd
temporal, relative...)

al,

1
1
I+
I+
1
+

Diversification of connectors

+

+

Overuse oparce queandmais

Relatives withdont

Use of Gérondif

native-like use oénfinanddonc

+ |+ [+

+ |+ |+

+ |+ |+

Capacity to manage mar
informational levels in an utterance

Native-like use of macro-structur
relatives

Native-like use of discours
connectors
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Table 19 reveals that some features indicate tf@nmants’ actual acquisitional stage. The
analyses corroborate the information about the athmal profiles. In fact, regarding their
acquisitional stages, the informants belonging teducated and H-educated groups could be
placed on a continuum where the most advanced exfucated group (A9) belongs to Stage 4
(Low advanced stage in Bartning & Schlyter's (20€ldgsification; whereas, the least advanced
informants in H-educated group (A01 and A04) beltm§tage 5 (Medium advanced stage).

Three of our L-educated informants’ variety is tasic varietyas described in the ESF project
or somewhere in the beginning of tpest initial stageas described in Bartning & Schlyter
(2004)

What separates thHgasic varietyfrom the subsequent learner varieties is finiter({&ein 2006;
Klein & Perdue 1992; Klein & Perdue 1997), or thegence of the finiteness category as put by
Klein (2006, p.250)

«The Basic Variety is a remarkably efficient commeative system
which exploits the lexical content of verbs and@da@ simple constraint
of information structure. What is completely absémwever, are ‘finite’
verb forms. These are developed by only two thafdthe forty learners
investigated in the project, and this developmenvery complex and
varies from language pair to language phins not just a matter of
inflectional morphology: the acquisition of finitegs also leads to a
major restructuring of learner language. »

Finiteness (FIN) carries assertion and tense aseatkby Klein (2006, p.265):

«Finiteness serves (a) to mark that the senterge ibaassertion-marked

(with positive polarity), and (b) to mark how theptc time is related to

the time of utterance. »
The production of A8, A1 and A5 share common trait®ugh they differ with respect to the
lexicon, thus showing some individual variationdéed, A8'’s variety is more ‘basic’ that the
other two informants’. The latter seem about tobgyond the basic variety to a subsequent
stage, as they manifest attempts to use more pieduneans, such as compound predicates and
subordination. We llustrate the differences betwéle three informants in Stagel® a
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comparative table of all verbal forms used by A&, akd A5:

Table 21. Inventory of all verb forms used by A8, A and A5 in FrL2

Infinitive in the TL A8 Al A5
aller (to go) va
asseoir(s'Yto sit) asie, azite
attendre(to wait) at
boire (to drink) bwa trd + bwa
chanter(to sing) ﬁgtat Sat
couper(to cut) kupe lekupe
dés~ . dase
danser(to dance) Iedrilse das das
ledas
dire (to say) di
donner(to give) rg('jda?ge
dormir (to sleep) dormi dor
écouter(to listen) lekut
entendrg(to hear) maté
fe
faire (to do) fet fet fet
Ifet
lire (to read) li li
manger(to eat) lemaz maz larete-maZe
monter(to go up) mo-~te
ouvrir (to open) liuvr
partir (to leave) pa:ti
pleurer (to cry) elepkr plar komase-plere
poussei(to push) lepus
prendre(to take) pra pra
preparer(to prepare) Fr%e-gferr?are
rgarde
egarcer owain) | PIE0E | Zemgae leoarte | fegree,
komase-a-garde
retourner(se)to turn) | letur
réveiller (to wake) {sgz{ reveje
sonner(to ring) sason
sortir (to go out) sorti
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Infinitive in the TL A8 Al A5
toucher(to touch) atuSe
venir (to come) Vjé vjen Vg
voler (to steal) levole
Number of verbs used| 18 15 14
1 nominal Presence of
Other phenomena 4 nominal sentensesproposition + use of | compound
onomatopoeia verbs

As shown in the table, the verb forms used by lineet informants present features that point out
the fact that A8 speech production shows a morsicbaariety than and A5’s and Al’s. First,
four of A8's propositions are nominal, though théohation shows the informant’s awareness of

the necessity of inserting a verbal element. Hezeegamples of the ellipses [J]:

(35) A8,Birds

/&emadam &das/

et le monsieur /&Séat/ avec le piano et le /&kam&xelin].
u /&pacti/.

++ [D] /&kamaZal.

/&nopal [d] ++ /&kamaZa/

et /&ledam &ledas/.

(36) A8, Breakfast

hm le le monsieUud] dans la cuisine.
hm[d] ++la crépe /&présip/ [en principég.
et et /&lemadam/ &ledéase &ledas/
/1&das/ avec le musique le piano /&sip/.

While the proposition km le le monsieupd] dans la cuisine and its missing verbal element
recalls a possible structure in TAL1 of the verbletause, the other elliptical elements are
marked as the informant expresses hesitation aadeawss of a gap she is unable to fill with the
desired word. Furthermore, no auxiliary use is réed in her variety or functional verb
inflexion. Indeed, she tries different forms of geme verb (as /das/, /ledas/, and /ledag@&6in
The variation however is not very strong and comeex few verbs only. In addition, the form
variation concerns both the beginning and end efféhm, as it was observed in the productions
of Abdelmalek, a Moroccan informant of the ESF pobj(cf. Perdue (1993b) and Véronique
(2000)). Abdelmalek’s form variation was puzzling @mpared to the other informants of the

project. It presented the same type of variatiorfimein our informants’ productions in Stage 2.
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We observe the attempt of Al to use most frequdrdhe stems (V, e.g., /fe/) or the stem with a
prefix or a suffix or both (Ve, e.g., /fet/, /Ifgfl. Al attempts a form comparable to ih&@ssé
composeéof the verbregarder ‘to watch’. He builds up hypotheses about the use of prefix
varying it with /leegarde/ or /agarde/. Most of the other forms used corresponthéostem
form of verbs (V) in Standard French. In his varjetimple subordination with the relative
pronoun qui is frequently used. A5 attempts complex constomgti containing “boundary
markers”. They are defined by Perdue (1993b, p.&86Wwords, (normally verb forms) marking
the beginning and the end of some situation sucstas finish”. A5 uses non-finite forms of
verbs to attempt the constructioocommencer a ¥‘to begin to V' orarréter, or internal phase
with the use of a rote form e€n train de.

The majority of our L-informants are in the intemiiede stage. Table 20, which displays a
detailed account of the use of connecting devicgseéch informant, supports the stages
identified in Table 19. In fact, while the majorivy informants in the L-educated group share the
same features as far as connectors are concer®e@yi#o is at stage 4 and has therefore a
separate profile from the others in his group) shase of more diversified connectors and of
subordination. What is worth noting however is ttieg period of residence in France does not
necessarily reflect the acquisitional stage of@iq@dar informant in either group. The following

graph shows that some informants differentiate frra general tendency establishing a

connection between the period of residence anddabeisitional stage.

% The notation is taken from Perdue (1993b, pp.100)-1
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Figure 6. Acquisitional stages and length of residee
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The general tendency is disrupted by A5, A8, A112/A&nd Al13. Even though A8 had spent 4
years in France at the time of the recordings,v&e completely isolated from French-speaking
contexts. According to her answer to the informa¢gjionnaire, she hardly went out or made
any friends for 4 years due to the linguistic k&Ereand also to her family circumstances. She had
managed around the time of her recording to fiqglage in a language school for immigrants
and had started to take lessons. Consequentlyg beifrrance for 4 years prior to the data
collection did not correlate with a better fluenoyFrench than the other informants who arrived
later in France. As for A12 (8 years of residerar@) A13 (10 years of residence), they represent
fossilization cases. They are informants who faitedevelop their language competence beyond
a certain stage (here, the intermediate varietgpite their long residence in France. These
informants have common features: they are veig légkposed to the L2. They work in Arabic—

speaking environments (Aralsalon de thg spending most of the day in the same
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neighbourhoodsrge de Couronnedaris). Their use of French is rare in their gaay life.

2.4. Analysing vocabulary diversity

In order to analyse the vocabulary diversity inteeatelling and by each informant, we used the
vodc software. This software is the most recent develpnto quantify vocabulary diversity
(McKeeet al 2000). Before that, researchers have long rarethe calculation of the ratio of
different words (Types) to total words (Tokens) gatly called thel'ype-Token Rati¢TTR). As
demonstrated by McKeet al (2000, p.3), the TTR measurement is flawed assémple size,
i.e., the number of words can bias it. Convergély,vocd software gives more reliable results as
the vocabulary diversity index is calculated usirgndom sampling from the text under

investigation.

«Thevocdprogram was developed to overcome these problerpara of
the project A new research tool: mathematical modelling in the
measurement of vocabulary diversityThe approach is based on an
analysis of the probability of new vocabulary beimgroduced into
longer and longer samples of speech or writing.sThields a
mathematical model of how TTR varies with tokernesiBy comparing
the mathematical model with empirical data in asipt, it provides a
new measure of vocabulary diversity that we refeas D. The measure
has three advantages: it is not a function of thler of words in the
sample; it uses all the data available; it is mafermative because, as
opposed to a single value of TTR, it represents tievT TR varies over
a range of token size for each speaker or writet {i is based on the
TTR versus token curve calculated from data forttaescript as a whole
rather than a particular TTR value on it). D hagrbeshown to be
superior to previous measures in both avoidingittherent flaw in raw
TTR with varying sample sizes and in discriminataggoss a wide range
of language learners and users.» (McKee et al., 306D

We calculated theocdusing the CHAT programme.

2.5. Analysing narrative complexity

As for measuring narrative complexity, we have beespired by a framework recently

developed by Petersest al (2008) to measure the narrative capacities efdie people as
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opposed to illiterate people. This framework actsdar a set of criteria that are necessary for
building a narrative text. Many of those are stigngspired by the Labovian narrative structure.
We find this framework very relevant to our analy/ss it can quantify our retellings in terms of
whether they can be considered as narrations ofFnothermore, it gives details about the main
structure and side structures of the narrations idea of progression on the time line). Last, it
allows for giving details about the core componargsd to build the oral productions, in terms
of which situations of the stimuli were actuallylimded or not. We present the criteria and our

adaptation of the model in Table 22 below.
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Table 22. Coding narrative complexity: main criteria for assessing narrative complexity adapted from &tersen et al. (2008, pp.122-126)

Narrative 0 Points 1 Point 2 Points 3 Points

element

Character No character Only one character included Two characters non-introduced Two characters butbduced
Setting No reference Reference to a general plattme | One or more references to specjfic

places or times

Initiating event

no initiating even
stated

tat least one stated event or probl
but no response stated

et least one stated event
problem that elicits a respon
from the character(s)

pfwo or more stated events
s@roblems that elicit a response frg
the character(s)

olg
m

Internal responsg

No overt statem

cine  overt  statement  about

@®ne or more statements abouf

about psychological character's psychological state character's psychological state
state
Plan No overt statementOne overt statement about |dwo overt statements about |@hree or more overt statements ab
about any plan character's psychological state natharacter's psychological state tha character's psychological state t
causally related to an evepmight solve an event /problem might solve an event /problem
/problem
Action/attempt No actions taken Actions taken dioectly related to Attempts taken directly related to

the initiating event

the initiating event

Complication

No complication

One complication thatohibits a
plan or action from bein
accomplished

Two distinct complications thg
y prohibit a plan or action fron
being accomplished

—

Consequence No consequence One consequence Tvemaenses Three or more
Formulaic No formulaic markers One Two or more
markers

put
nat
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Temporal No temporal markers| One Two or more
markers
Causal adverbial No causal adverbigl One Two or more

clauses clauses
Knowledge  of| No dialogue One character makes a commentTswo or more engage in
dialogue statement conversation
Narrator .
. No evaluations One Two or more
evaluations
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These criteria were applied to every oral producti@ gathered in the data collection. Each one
received as a consequence a number that staniis fiodex of Narrative Complexity (INC). The
higher the index, the richer and the more complex narrative is. This analysis could help
clarify whether or not a certain retelling could dpgalified as a narrative. Indeed, the descriptive

accounts received the lowest scores on INC analyses

2.6. Conclusion on data analysis

For our purposes in this study, we tried to gathierent tools supporting both quantitative and
gualitative analyses of the data. Our tools allewte have a detailed picture of the general
tendencies and frequencies of different featuresowf data, as well as of the individual
variations. Different statistical tests were alsed to verify our hypothesis. We explain the

statistical means together with the results, wisdhe subject matter of the next chapter.
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CHAPTER 3. OUR FINDINGS
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3.0. Introduction

We report here in detail on our findings. The ckajps organised as follows. The first section
presents the results of our quantitative analydésaccount then for the general characteristics
of the retellings of simultaneous situations. Thsludes length, vocabulary diversity and
general complexity. In the second section, we tokldetails the use of on-goingness devices in
expressing simultaneity. We focus on the devicegshat proposition level then the larger

discourse level.
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Section 1. Relating ssmultaneous events:
Quantitative analyses of retellingsin TAL 1,
FrL1and FrL2

194



3.1.0. Introduction

In this section, we look at the general quantigatitharacteristics of all the retellings produced by
each group of informants regardless of the typsimiltaneity in the stimuli. We aim by these

guantitative accounts to give the general charisties of the retellings produced by each group
of informants performing the same verbal task:etelf what happened in each video presenting

simultaneous situations.

The different analyses conducted for TAL1, FrL1 &2 retellings deal with the following
features: (1) the length of the retellings produc@&) the diversity of the lexicon used to
complete the retellings and (3) the narrative caxip} of the oral productions. We report on the
results of the analyses of each feature separatétystart each part with an explanation of the
tools used for analysis. We include in our reportcanmparison of the languages under
investigation. We conclude for each language greitip an attempt to characterise the retellings
generated. For the first languages we study, TAlnt, FrL1, we present our findings for the two
groups of informants classified as Low educated &hghly educated with regard to the
instruction they had generally received prior to data collection. As the analysis will reveal,
the education variable is discriminating in deterimy the types of retellings produced. As for
our L2 informants, we present the results accordmgooth the profile groups and to the
acquisitional stages identified above, i.e., toldaner varieties of the informants. We start our

presentation with the overall length of retellings.
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3.1.1. Length of the retellings of simultaneous siations

As we mentioned, our informants have different jeef In order to compare the way they
completed the verbal task, we started by examitimgglength of the productions. For each
language group, we calculated the number of praéipasi produced in each retelling using the
mlt command in Claf! software. The presence of a verb in a proposisomot a condition, as

our analysis accounts for verbless clauses in TA in nominal propositions produced by

learners in earlier acquisitional stages.

We therefore obtained details about the total nunmdfe propositions produced by each
informant, and for each video by all informantsaircertain group, and allowed therefore the
comparison of the overall characteristics of thelliegs. The central tendency of length of

retellings per informant and per video was alscwated.

3.1.1.1. TAL1

As a reminder, the two H-educated and L-educated1T4roups are composed of six and
thirteen informants respectively. Tali?8 below displays the average number of propositions
(x ) produced by all TAL1 informants for each wdAs we can see, the average length of the
retellings does not necessarily correspond to émgth of the visual stimuli showed to the
informants, but with the properties of the situatidnvolved, in particular with the degree of
their composition. For example, the informants piced longer retellings foKabaret and
Wakeup where bounded short situations successively talkee. However, FoBirds or
Earthsea consisting of two on-going situations sharing Hane time interval, the retellings

produced are shorter.

39 CHILDES programme.
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Table 23. Average number of propositions producedypTAL1 informants

X of propositions per
Video Length of the video| retelling
Kabaret 2'30" 16.26
Breakfast 1'14" 7.89
Earthsea 1'09" 7.36
Wakeup 1'08" 12.83
Fire 29" 8.15
Birds 28" 5.53
Salmon 26" 9.05
Soup 16" 7.73

Measuring the central tendency of the retellingdach video reveals clear differences between
the two groups of informants; L-educated (A1-Al8H a&H-educated (A01-A06) (see Table 24
below).

Table 24. Length of the TAL1 retellings in terms ofnumber of propositions and words produced by
each informant

Breakfast| Birds| Earthsea Kabaret Wakeup File  Salm&oup Eropositions
AO1 7 10 11 43 17 15 12 12 127
A02 14 9 10 18 15 14 12 11 103
AO03 4 4 5 13 14 8 5 7 60
AO4 10 7 8 19 19 10 16 9 98
AO5 12 16 15 37 23 15 22 18 158
A06 8 4 7 9 11 5 8 7 59
:ducated 9.17 8.33 | 9.33 23.17 16.50 11.17 1250 1Q.4D0.83
X
Al 2 3 7 10 15 11 8 10 66
A2 5 5 2 5 5 3 7 40
A3 3 3 3 8 6 5 2 31
Ad 7 6 12 6 8 54
A5 6 3 5 7 11 4 6 48
A6 4 9 11 19 12 7 7 10 79
A7 3 6 5 20 13 8 9 71
A8 16 2 8 26 13 10 9 5 89
A9 23 4 7 31 16 10 22 11 124
A10 11 5 7 6 10 3 4 50
All 9 2 9 11 9 8 9 7 64
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z
Breakfast| Birds| Earthsea Kabaret Wakeup File  Salm&@oup | propositions

A12 3 2 6 5 4 5 4 3 32

A13 3 5 2 14 15 6 6 5 56

L_

educated 7.31 423 | 6.46 13.08 | 11.00| 6.7y 7.46| 6.38 61.85

X

The H-educated group produced longer retellingeémh video than the L-educated one. In fact,
the x of propositions by all H-educated informaat400.83, that of L-educated informants is
61.85 propositions. Some informants in either grauesent a clear divergence though. We
notice the case of AOZ (= 60) and AO6X = 59) in H-educated group, and A9 € 124) in L-
educated one. As we will see later in the analytieir L2 productions, this divergence reveals
interesting cases of individual variation amonginfants. Nevertheless, it does not make the
general tendency of informants in each group lessarkable. In fact, the H-educated group
clearly produces longer retellings than the L-etied@ne even though both groups are speaking
in their L1 under similar circumstances. We willesthat FrL1 retellings present similar
tendencies as far as their length is concerned.

3.1.1.2. FrL1

As a reminder, our FrL1 informants are comparableur TAL1 ones in the sense that they were
chosen to belong to two groups: H-educated group laeducated group. The former is
composed of five informants (coded as FBIF05) who have completed university education in
economic and business sectors (BAC + 4, and BAC ¥bgy all occupy positions of high
responsibility working as consultants $ofrecoma branch of the telecommunication company
France TelecomThe L-educated group however is composed of sen¢h native speakers
(coded as FB F6) who have had limited schooling and who are uabmworkers in different
sectors, such as caterinfable 25 gives the average number of propositions (odyzed for
each video FrL1 retelling. The longer retellinge aot necessarily those that retell the longer

videos.
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Table 25. Average number of propositions produceciFrL1 retellings of each video

Length  of
Video the video X of propositions
Kabaret 2'30" 18.82
Breakfast| 1'14" 9.77
Earthsea | 1'09" 11.43
Wakeup | 1'08" 13.7
Fire 29" 8.87
Birds 28" 7.27
Salmon 26" 7.37
Soup 16" 8.25

The difference noted in the average length of étellings can be explained by the divergence in
duration as well as in constituency of the situsioof each video of the visual stimuli.
Furthermore, when we examine the total number opgsitions as well as the total number of
words produced by each informant, we notice cléstindtions between the productions of our
two groups of informants (See Table 26).

Table 26. Length of the retellings in terms of numer of propositions and words by each informant

H-educated Breakfagt Birds Earthgea Kabaret Salm®oup| Fire| Wakeup| Total
FO1 15 7 9 21 13 9 7 14 95
F02 24 10 15 47 17 9 10| 23 155
F03 4 6 9 9 4 10 11| 8 61
FO4 11 10 14 23 13 12 14 15 114
FO5 12 8 14 19 5 15 10 17 100
H-educated x| 13.2 8.2 12.2 23.8 10.4 il 10 15.4 05.21
F1 3 2 7 9 4 4 3 8 40
F2 5 3 6 13 4 4 4 11 50
F3 4 4 4 5 3 3 3 9 35
F4 10 5 17 16 7 8 7 17 87
F5 9 10 7 20 3 8 15| 9 81
F6 7 14 23 20 5 6 12 18 105
L-educated x| 6.33 6.33 10.67 13.88 4.33 5,50 [7BB00 66.33
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In fact, the average number (x ) of propositiangeals that the H-educated group produced
significantly longer retellings: while the averagamber of propositions by informant in that
group is X =105.2, that of L-educated informats = 66.33 propositions.

3.1.1.3. FrL.2

FrL2 retellings further confirm that the lengthaf average retelling depends on the complexity

of situations involved in each video.

Table 27. Average number of propositions in FrL2 pevideo

Length of the X of
Video video propositions
Kabaret 2'30" 13
Breakfast 1'14" 7
Earthsea 1'09"
Wakeup 1'08" 13
Fire 29" 8
Birds 28" 5
Salmon 26" 8
Soup 16" 7

Table 28. Length of FrL2 retellings in terms of nunber of propositions and words

Breakfast| Birds Earthsea Kabaret Salmon Soup Fire ak&Mp Eropositions
AO1 12 8 8 21 13 4 13 11 90
AO2 9 10 12 18 16 15 9 19 108
AO3 3 5 4 16 9 5 10 19 71
AO4 12 6 8 21 10 6 10 17 90
AO5 14 11 10 30 11 12 12 27 127
AO6 6 4 5 11 11 9 9 12 67
H- 9.33 7.33 | 7.83 19.50 11.67 8.50 1050 17.5D 92.17
educated
Al 3 2 3 8 8 5 8 13 50
A2 6 2 4 5 5 6 6 6 40
A3 2 3 1 5 3 1 4 8 27
Ad 5 4 10 10 5 12 5 14 65
A5 3 3 5 6 5 5 5 5 37
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Breakfast| Birds Earthsea Kabaret Salmon Soup Fire ak&Mp Eropositions
AG 7 6 10 18 5 7 7 14 74
A7 3 2 8 9 4 10 9 15 59
A8 4 6 3 6 4 2 8 7 40
A9 10 5 8 21 23 13 8 19 107
A10 13 4 8 7 5 4 5 10 56
All 4 8 4 12 4 13 11 7 63
A12 6 3 4 7 6 4 6 4 40
A13 5 3 7 12 6 5 6 12 57
L- 5.46 3.92 | 577 9.69 6.38 6.69 6.7/ 10.31 55.00
educated

The detailed sketch of the length of FrL2 retellirag provided in Table 28 above shows that L-
educated informants generally produced shortellirege than H-educated informants did. This
is not at all surprising or unpredictable given thierent learner varieties of the informants in

both groups. In Table 29, we calculated the averageber of propositions produced at each

acquisitional stage:

Table 29. Average Length of FrL2 retellings throughthe different acquisitional stages

M
Breakfast | Birds | Earthsea| Kabaret| Salmon| Soup Fire Vdkeup | propositions

X Stage 2 4 4 5 9 5 5 6 10 49
X Stage 3 7 4 5 9 5 6 7 8 51
X Stage 4 7 4 8 15 14 12 9 17 83
X Stage 5 12 7 8 21 12 5 12 14 90
X Stage6| 6 8 8 17 13 10 1 19 90
X Stage 6-7 10 8 8 21 11 11 11 20 97

The informants were classified in terms of the &stjanal stages identified for them as we
mentioned above in the data analysis chapter athapter two). An average was calculated

for each stage for each video. A summary of theeg#rtendencies is represented in the graph

below.
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Figure 7. Representation of length of FrL2 retelligs across acquisitional stages
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It shows that there is a clear ascending trenditress the acquisitional stages, from the basic
variety to the near-native variety. Across thesgeas, learners use more vocabulary and more
propositions to complete a complex verbal task.s€haaims are further tested by the results of

the following quantitative analyses of vocabulamedsity and narrative complexity.

3.1.1.4. Conclusion on the length of retellings iMAL1, FrL1 and FrL2

As Figure 8 below shows, the comparison of the ay@mumber of propositions produced for
each video in TAL1, FrL1 and FrL2 reveals thattbiellings in the three sets differ in length. In
the perfectSimvideos, FrL1 speakers produce more propositioas ffunisian speakers do in
either TAL1 or FrL2. Conversely, French native dga produce a comparable number or
slightly less propositions to construe the viddosvwgng inclusion. In most cases, excepSup
retellings, Tunisian speakers produce fewer prdjoos to complete the task than in their L1 or

compared to the native speakers.
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Therefore, we can conclude that the types of saneity involved in the videos affect the way

speakers go about the task. However there are daegoased differences that might explain the
differences noted between TAL1 and FrL1 retellingsuthermore, the shorter number of

propositions in FrL2 can be partly explained by thet that most of our L2 learners are in the
basic and intermediate varieties. They are funatiom the L2 but with still limited linguistic

resources.

Figure 8. Comparison of length of TAL1, FrL2 and Fi_1 retellings (average number of propositions)
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As the graphs below (Figure 9) shows, the levetdchication constitutes a discriminating factor
as far as the length of the retellings producembrgerned. In fact, regardless of the language, H-

educated groups are found to produce longer mnegsllin TAL1, FrL1 and FrL2.
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Figure 9. Average number of propositions by H-edudad and L-educated groups
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We therefore hypothesise that the level of edunatioinformants determines the way they go
about retelling simultaneous situations. This hipets remains vague for the moment. To refine
our hypothesis we turn to reporting on the analyslethe richness of lexicon used in each

language.

3.1.2. Analysis of vocabulary diversity (VOCD)

We examine the level of lexical diversity as mastéel in native speakers’ productions in the
L1s and each learner in the two groups (L-educatedH-educated) using thOCD softwaré®.

We display in our results for each language anth&ravariety the results of the TTR (Type /
Token ratio) measures in addition to the valueghef index of the diversity of the lexicon
represented by the D parameter (McKee et al. 20@0kact, we sought to know whether the
vocabulary used by L-educated and H-educated t@lstenthe task shows a similar diversity. In
order to do this, we compared the means of thegmwaps in each language and in the learner
variety. Therefore, we calculated the central tecgiefor each group of informants in each
language and variety. Furthermore, we tested whettee samples (of the two groups) were

significantly different running a t-test. Indeetist statistical test assesses whether the means of

“The VOCD command can be used on the Clan programme
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two particular groups are statistically differendbrh each other. We did these calculations for

three groups of languages under study, TAL1, Fmd RBrL2 respectively.

3.1.2.1. TAL1

Table 30 below summarises the VOCD output, givimg number of tokens, number of types,
the TTR and the average VOCD calculated for eadbrnmant. The table confirms that

measuring VOCD gives a more refined picture of wbeabulary diversity of each informant.

Consider for instance, the comparable TTR for AR02, or A03, and the different results given
when calculating the VOCD.

Table 30. Type Token Ratio and average VOCD of TALInformants

Types Tokens TTR D optimum average
A0l 340 510 0.66 215.77
A02 232 406 0.57 129.34
A03 134 214 0.62 87.49
H-educated A04 214 395 0.54 103.26
A05 309 609 0.5 130.74
A06 143 252 0.56 81.7
X 228.67 397.67 0.58 124.72
Al 130 216 0.6 96.48
A2 103 150 0.68 103.97
A3 81 112 0.72 110.86
Ad 126 201 0.62 109.21
A5 107 188 0.56 59.1
A6 151 257 0.58 87.75
L-educated A7 165 268 0.61 126.79
A8 182 293 0.62 111.87
A9 257 437 0.58 186.08
Al0 142 209 0.67 110.15
All 167 303 0.55 89.64
Al2 103 147 0.7 105.1
Al3 117 204 0.57 65.86
X 140.85 229.62 0.62 104.84

Overall, the two groups of informants have thedweihg average values of D: 124.72 for H-

educated informants and 104.84 for L-educated ohles.average scores indicate that overall,
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informants have values generally higher than 108.Wénted to compare the means of the two
groups and to assess whether they were statigtiddferent from each other. We therefore
administered a t-test, which allows for that. Tledue of the t-statistic for the t-test was 1.08.
This result indicates that the difference betwe2#.72 and 104.84, the average scores of H and
L-educated groups, with standard deviations of @@0d 30.85 and sample sizes of 6 and 13,
respectively, is not significant at the 5% levebi(Fnore a detailed account of results, see

Appendix 3).

Exceptions however are noteworthy. Consider fotaimse the case of A0O3 and A06 in the H-
educated group with a D value inferior to 100.sltaiso the case A13 and All in L-educated
group. In order to understand why these informbaige different scores, we have examined the
profile of our informants. What differentiates th&ra set of specific features the most important
ones for us being: the profession, the period sidence in France, and the contact with and
exposure to their mother language. The codes oinfleemants are assigned according to their
period of residence away from their country of mrigNe display in the following graph the

lexical diversity index as well as the period afidence in France of each informant in the two
groups in order to test whether the duration oidesgce in France could constitute a factor that

affects vocabulary diversity.

206



Figure 10. D values and duration of residence of keducated TAL1 informants
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Figure 11. D values and duration of residence of ldducated TAL1 informants
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The graphs do not support the hypothesis of a letiwa between the period of residence of
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informants and the degree of lexical diversity threitellings manifest; neither does it allow
seeing any prominent differences in vocabulary rdit between the two groups of informants,
despite the clear differences in length of retglimbserved earlier.

We hypothesise nevertheless that the lesser cotttacinformants have with TAL1 could
explain their low D scores. For instance, A06 s itiformant who has the least or no exposure at
all to his mother tongue. He indeed mentioned &lc& br inexistence of opportunities for him to
get in touch with TAL1 except during the rare amayvshort holidays he could afford only every
other year due to the nature of his job. AO3 daesatways use TAL1 in everyday conversations
with her family or friend¥. Conversely, A01, the informant who has the higtsesre is a
commercial agent who very frequently commutes taidia (nearly every month) to represent
her company there.

Despite these individual variations, there is aiaeatble overall tendency to have comparable
scores among speakers and among groups. It caretsédre concluded that our TAL1 retellings

by H-educated and L-educated productions do négrdifs far as the lexicon used is concerned
in spite of the difference of length noted befowde assume that this can be due to the

constraints imposed by the stimuli.

3.1.2.2. FrL1

Similar to the results obtained for TAL1, the VO@Balysis of FrL1 retellings reveals almost no

difference between the richness of the lexicon usgdH-educated and L-educated groups.
Indeed as the average of calculated D values dftb@ucated and H-educated groups shows (x
= 73. 67 and 74.24 respectively), the informants egually diversified vocabulary to complete

the verbal task.

1 A03's original environment in Tunisia is very Fo#roriented linguistically or culturally. With a rifer who
teaches French and a father educated in Belgileratiyuage often used in their house is French.
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Table 31. Type Token Ratio and average VOCD of FrLInformants

Group Code Types Tokens TTR VOCO
FO1 249 679 0.36 74.69
FO2 418 1253 0.33 77.5
H-educated FO3 202 445 0.45 89.95
FO4 275 880 0.31 58.22
FO5 260 676 0.38 70.84
X 280.8 786.6 0.366 74.24
F1 108 225 0.48 55.75
F2 158 318 0.49 91.28
F3 108 224 0.48 66.77
L-educated F4 195 507 0.38 79.39
F5 204 549 0.37 70.2
F6 258 724 0.35 78.67
X 171.8333 4245 0.425 73.67667

The t-value is 0.08. This means that the differebheaveen 74.24 and 73.67 with standard
deviations of 11.46554185 and 12.23607399 and sasipés of 5 and 6, respectively, is not
significant at the 5% level (See the detailed itssof the t-test in Appendix 3). This confirms

that the VOCD analysis reveals no significant ddfece between the two groups of informants.

3.1.2.3. FrL2

The D-values of FrL2 informants are presented ibl@a32. They reveal clear differences

between informants belonging to H-educated anducatkd groups. Furthermore, a difference

is observed between D-scores across the diffecentisitional stages of informants. We present

in Table 32 the results of the two groups respebtiwith details about D-scores of each

informant. Then in Figure 12, we calculate averageres for informants in each acquisitional

stage, as explained in the methodology sectioneabov
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Table 32. Type Token Ratio and average VOCD of FrL2hformants

Group Code | Types | Tokens TTR| VOCD
A0l | 233 724 0.32 | 55.63
A02 | 267 855 031 | 76.24
A03 | 157 487 0.32 | 5241

H-educated A04 199 598 0.33 | 55.12
AO5 | 256 991 0.25 | 58.89
A06 | 177 534 0.33 | 49.66
X 214.83| 698.17] 0.31] 57.99
Al 88 231 0.38 | 33.92
A2 95 207 0.45 | 51.96
A3 83 155 0.53 | 60.26
A4 110 419 0.26 | 31.28
A5 68 205 0.33 | 22.88
A6 103 367 0.28 | 22.68

L -educated A7 135 399 0.33 | 42.57
A8 54 162 0.33 | 13.48
A9 217 644 0.33 | 62.14
A10 | 134 403 0.33 | 47.05
All | 178 528 0.33 | 57.54
Al2 | 117 303 0.38 | 44.43
Al3 | 125 364 0.34 | 36.55
X 115.92| 337.46 0.35] 40.52

The value of the t-statistic for the t-test is 2.%4is result reveals that the means of L-educated
and H-educated groups are statistically differemnfeach other. In fact, the difference between
57.99 and 40.52 with standard deviations of 9.4 Hn40 based on sample sizes of 6 and 13,
respectively, is significant at the 5% level.

Furthermore, the average D score for informantsiwieach learner variety identified before
reveals a growth of the lexicon throughout the etad he details are provided in the following
table.
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Table 33. D-values in learner varieties

Code VOCD Stage| Average
Al 33.92
A5 22.88 2 23.42667
A8 13.48
A2 51.96
A3 60.26
Ad 31.28
A6 22.68

3 43.96875
A10 47.05
Al11 57.54
Al12 44.43
A13 36.55
A7 42.57

4 52.355
A9 62.14
A01 55.63

5 55.375
A04 55.12
A02 76.24

6 64.325
AO03 52.41
AO05 58.89

6.5 54.275
A06 49.66

Note: Stage 6.5 stands for the stage between highemced and near-native profiles (in betweerestégand 7)

In Table 33 the FrL2 learners are classified adogrtb their learner varieties identified earlier.

At each stage of acquisition identified (from Stay€basic) to Stage 6.5 (the stage between
higher advanced variety and near-native profila)) average D-score was calculated. As Figure
12 below shows, there is a clear growth in theclexiused in FrL2 across learners at different

stages as demonstrated by the ascending trendlthe igraph.
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Figure 12. VOCD scores across based on the acquisital profiles identified
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3.1.2.4. Conclusions of VOCD analyses of TAL1, FrLand FrL2 retellings

The analyses of the vocabulary diversity in eactglage and learner learner variety do not
reveal differences between TAL1 and FrL1 groupsargigss of their level of education.
However, there is a clear difference of the uséegicon in L2 learners. This result is quite

predictable given the acquisitional stages to whiehlearners belong.

Comparing the scores of TAL1, FrL1 and FrL2 reveh# the TAL1 scores are generally much
higher than FrL1 scores. FrL2 productions have foWevalues than TAL1 or FrL1l. We
furthermore notice that they are closer to FrL1resdn the H-educated group than in the L-

educated one (see Figure 13 below).

212



Figure 13. VOCD analysis of TAL1, FrL1 and FrL2 retellings

140

120

100

80

ETALl

60 OFrL2

WFrLl
40

20

H-educated L-educated

To attempt an explanation of this phenomenon, wedcoypothesise that Tunisian speakers tend
to use more words to tell a story than French eapeakers do. We could also assume given the
general tendency observed that French could be mgméhetic than Tunisian Arabic. The
immediate observation that comes to mind is thatidian Arabic does not have many verb
forms and relies on lexical means to express mbshe temporal relations. French, on the
contrary has a well-developed morphological systerexpress temporal values. Furthermore,
the connection between the amount and richnedsedekicon used for the task and the cultural
traditions our native speakers belong to canndisegarded. In fact, it might well explain the

differences noted between the three language groups

The link between speech and culture is generallgststd in the literature (Hymes 2001,
Masahiko 2002; Ochs & Schieffelin 2001). For ins@nit is central to the “constructivist”

conception of meaning, and to the concept of “comative competence” as developed by
Hymes (2001). Focusing on child development of legg, Masahiko (2002, p.20) points out
that

«The acquisition of culture-specific communicatigcempetence (...)
plays a critical role in the process of languagguaition and the
development of narrative discourse skills. »
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Testing those hypotheses is beyond the scope ©fdébearch but the finding is interesting with
respect to the productions of Tunisian learner§rehch in their L2. Our findings concerning
vocabulary diversity are quite interesting. In facteducated and H-educated groups differ
guantitatively (i.e. in length of the retellingsh she same task in TAL1 or FrL1. This gives
strong evidence that the level of instruction fetor that affects speakers’ productions on this
task regardless of the language used. VOCD anakygésals that these groups of L-educated and
H-educated informants are able to use an equallrsified vocabulary to complete the task in
their L1. This leads to the conclusion that if theducated use less propositions to complete the
task but using as rich a vocabulary as the H-eddcgroup, the difference between their
productions stems from differences in the perspesttaken and general choices made by each

group to complete the task and not in their languaglities and size of the lexicon.

We now turn to discussing the last feature of ouamgitative analyses, the investigation of

narrative complexity of the retellings of simultauoe situations.

3.1.3. Analysis of narrative complexity

As mentioned in the data coding section, the iatidlwere assessed in terms of their complexity
using a framework adapted from Peterstnal (2008). Every retelling was given a score
corresponding to the index of narrative complexityC) measured after assessing a number of
criteria (setting up the characters, initiating myanternal response...etc). These criteria are
detailed in Table 18 above. In this part, we dedh whe results of INC analyses for TAL1, FrL1
and FrL2. The narrative complexity measured agadhedt set of criteria resulted in INC scores.
Furthermore, an average score (x ) was calculatezhch informant in both groups. In addition,
the variance of scores was calculated using thed3td Deviation measure)( These analyses
aimed at testing whether the retellings by L-ededand H-educated informants manifested the
same narrative complexity. More specifically, wiedrto test the following hypothesis for each
of our language groups TAL1, FrL1 and FrL2:
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H-educated informants’ retellings present the sardegree of complexity as those by L-
educated informants.

In order to compare the two sets of values obtaaretito verify this hypothesis, we applied a

battery of tests:

1) First of all, we checked if the observed divigrg detected within the same distribution using
Wilcoxon-Mann-Whitney tesThis test is a general, non- parametric one, it.€loes not make

any assumptions about the underlying distributibthe samples and offers a universal test for
the null hypothesis that both samples are drawm facsingle population and therefore that their

probability distributions are equal, which corresgs to the klas discussed above.

The non-parametric nature of the test is partitplamportant as, given the small size of the
samples and the bounded nature of complexity measiue normality of the sample might be

guestionable.

2) Following that, in order to gather further insignto the nature of the phenomena, we applied
a parametric, more standard tdstest to verify whether the variance in the two sampéethe
same across the videos and the informants. Whigetélst assumes normality of the underlying
sample, it offers a ready approach to assess theenaf variance in the underlying data. Indeed,
the F-test in a one-way analysis of variance isluseassess whether the expected values of a

guantitative variable within several pre-definedigrs differ from each other.

3) As the last test, we used a t-test to ensuréhghéhe average complexity measure for the two
L-educated and H-educated groups for each langaradjéearner variety is statistically different.
While the Wilcoxon-Mann-Whitnetest verifies whether the underlying data genegapirocess,

as specified by cumulative distribution functiorthe same, it does not readily allow us to verify
the direction of the difference if there is any.eTttest allows for this, at the price of assuming
normality of the sample. While this assumption rilgl questionable for the reasons described
above, the use of the t-test is justified to vetifg results of the Wilcoxon-Mann-Whitney non-

parametric test and the frequence of its use in &is&arch.
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It is worth adding that while we focused for FrLadaTAL1 retellings on the comparison of

productions by the two L-educated and H-educatesmr we implemented some further

analyses for FrL2 productions. In fact, after cormgathe two groups, we considered the
narrative complexity scores in the light of the @isgional stages of the informants as identified
in the methodology section. In order to study tbeelation between INC scores and the learner
varieties we used a Pearson’s correlation tests Tést is the most common measure of
correlation (the degree to which variables aretedla We therefore used it to find out about the

degree of linear relationship between two variabbasrative complexity and learner variety.
3.1.3.1. TAL1
We first display the INC scores calculated for TAletellings in Table 34.

Table 34. TAL1 speakers’ narrative complexity score

E § ° 5] S| x c
2| §| £ 8| E| =| 2
2l | | & B| w| @ <
m| o w| | ¥| O] & =
H-educated po1 | 8 | 6 14 | 7 | 14| 10| 1 16 |95 | 5.01
A02|7 |5 |9 |5 | 13| 9 | 10| 12 |875 | 2.96
AO3|6 |6 |8 |5 | 10| 4| 5| 8 |65 |2
A4 4 |6 |13 7 | 14| 9| 6| 139 3.85
AO5 |11 |6 |7 |6 | 10| 11| 9 | 13 |9.125| 259
A06 | 3 5 6 6 8 5 5 10 | 6 2.14
X 65| 567 95 6 | 115 8| 6| 12| 815 -
c |288| 051 327 089 251 2.82 3.2 275150 | -
L-educated a1 |3 |2 |3 |3 |3 |4 | 4 | 10 |4 251
A2 |2 |4 |4 |2 |7 |4 |5 |8 |45 |214
A3 |3 |4 |5 |8 |8 |3 |2 | 6 |4875 229
A |5 |5 |5 |7 |8 |7 |7 | 0 |55 |251
A5 |3 |5 |7 |3 |5 |4 |5 | 7 |4875 155
A6 |3 |4 |4 |5 | 12| 5 | 8| 11 |65 |342
A7 |6 |5 |4 |3 |12|4 |5 | 9 |6 3.02
A8 |3 |4 |9 |4 | 13| 6 | 4| 11 |675 | 377
A |4 |6 |6 |3 | 17| 12| 6| 108 4.69
A0|3 |3 |2 |1 |10|6 | 3| 6 |425]292
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|2 @ = C o |-
y— ()
0| 2| 2 g 2| o| 2|7 °
= o | 2| 8| ® 3 ©
o o w iT N 0 %) =
All| 5 5 7 3 6 9 3 10 | 6 2.56
Al2 | 3 3 4 6 3 5 5 4 1.19
Al3 | 4 4 6 4 12| 6 3 11 | 6.25 | 341

3.62] 4.15 5.08 4.00 892 5p2 462 8 5.50
o 1.12| 1.07] 1.89 2 419 257 171 319 122 -

x|

The implementation of the Wilcoxon-Mann-Whitneyttgave the test statistic ofald= 70.5with

the critical values being 16.5 (lower limit) and @pper limit) and 12 and 66 at 5 and 1 percent
significance levels. Given that the test statigitigher than the upper critical values at both
standard significance levels, the null hypothedisntormants with high and low educational
profile producing retellings with the same degréeamplexity can be rejected. Therefore, we
conclude that the complexity measures of H-educated L-educated samples come from

different distributions.

The probability value corresponding to the F- watistic is51%. Compared against the 5% of
significance level, it does not give support fgeoting the null hypothesis of variances of both
samples being not statistically different. We haugalysed the in-sample variance across
informants for particular videos and confirmed fhaith the exception of one vide8ifds), in

all cases the null hypothesis of equal variancessadH-educated and L-educated sample cannot
be rejected. This supports the hypothesis thav#nance in complexity measures results from
the informants rather than the nature of the scefl@s does not mean that the particularities of
the scenes and notably the typeSai they involve do not affect the way informants letiee
situations involved. Indeed, its influence is ind@dserved in both groups with the same degree

of variance between them.

We shall return to discussing the types of retgflinvith relation to the type ddimin the

conclusion of this section.

Given the group averages and Standard Deviatipreported in the table above, the unpaired t-

217



test for the significance of the difference betwésn means gave the value of the t-statistic of
4.12. In fact, the difference between 8.15 (averfmgeH-educated) and 5.50 (average for L-
educated) with standard deviations of 1.50 and fe8gectively, is significantly different from

zero at the 5% level. We conclude, based on thaegabf the standard deviation, that the

dispersion in the complexity of narratives is higamong H-educated speakers.

3.1.3.2. FrL1

The same criteria used for TAL1 retellings are sggphere to study in detail the complexity of
each retelling with the assumption that it is aratére produced as an answer to the question
given: ‘what happened in the video you have 8&drme following table displays the scores for

each informant and retelling as well as averagesamd standard deviation across the scenes (

Table 35. FrL1 speakers’ narrative complexity scorg

g3 5 | =
2| %| €| |5 E| 2|
= < A ol 0 I, S A = O I
FO1| 4 8 8 9 14| 9 9 7 8.5 2.18
FO2| 4 9 9 7 18 8 9 14 9.75 4.33
FO3| 4 7 6 8 3 2 7 9 575 2.49
H-educated F04 | 7 6 9 6 14 12 10 12 9.5 3.02
FO5| 7 6 10 6 10 5 10 12 8.25 2.65
X 52| 7.2| 84| 7.2 118 7.2 9 10.8.35] -
c 1.64| 1.30, 152 1.30 5.67 3.83 1.p2 2|7¥59]| -
F1 | 4 4 9 4 11 2 4 6 5.5 3.02
F2 | 8 3 8 6 6 6 9 6.5 1.85
F3 | 6 4 5 4 1 0 6 3.5 227
L-educated F4 | 4 4 5 1 2 0 4 2.6 1.85
F5 2 1 3 3 10 5 3 3 3.75 2.76
F6 6 4 4 4 11 2 2 5 476 2.87
X 5 3.33 567 36f 683 3 25 5PB4.44] -
6 |21 | 121 234 163 454 2 235 207.42] -

Testing the null hypothesisghbostulating that H-educated and L-educated retgdlpresent the

same narrative complexity using the three stasikticols explained above gave the following
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result:

The implementation of the Wilcoxon-Mann-Whitneyttgave the test statistic ofal= 29 with
the critical values being: 3 (lower limit) and 21pper limit) and 2 and 28 at 5 and 1 percent
significance levels respectively. Given that thst tstatistic is higher than the upper critical
values at both standard significance levels, tHehypothesis of informants with high and low

educational profile producing retellings with tleeve degree of complexity can be rejected.

The probability value corresponding to the F-teatistic is 80%. Compared against the 5% of
significance level, it does not give support fgeoting the null hypothesis of variances of both
samples being not statistically different. In &l tscenes without exception, the null hypothesis
of equal variances across H- and L-educated sacapieot be rejected. This again supports the
notion that the variance in complexity measuresnstérom informants rather than from the

nature of the scenes.

Given the group averages armd reported in the table above, the unpaired t-test the

significance of the difference between the meawsaled that the dispersion in the complexity
of narratives was higher among H-educated speaker$act, the difference between 8.35
(average for H-educated) and 4.44 (average forucated) with standard deviations of 1.59 and

1.42 respectively is significant at the 5% levdieTvalue of the t-statistic for this test was 4.31.

We investigate in the following section narrativemplexity in FrL2 applying the same

statistical means.

3.1.3.3. FrL.2

We have, at a first stage of analysis, compareditltegroups of learners according to their
education, as we have done above with TAL1 or Frétkllings. The INC scores of FrL2
informants, means for the L-educated and H-eduagttewps as well as the variance of scores is
presented in detail in Table 36 below:
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Table 36. FrL2 Learners’ narrative complexity scores

Birds | Breakfast | Earthsea| Fire| Kabaret| Salmon| Soup Vdkeup | X (4
A0l | 7 5 9 5 8 10 1 7 6.50 2.83
AO2 | 8 6 12 8 6 11 11 9 8.88 2.30
AO3 | 8 7 7 7 7 8 6 7.00 0.76
AO4 | 5 6 9 5 13 8 10 8.00 2.73
- | A05 | 11 6 7 7 13 9 10 13 9.50 2.73
g | A0G| 6 7 5 5 | 10 7 8 | 10 7.25 1.98
3 | X 750 | 6.17 8.17 6.17 9.50 8.83 7.833 9.17 7.86
;i:.') c 2.07 | 0.75 2.40 1.38 3.02 1.47 3.56 2.48 1.16
Al |3 3 3 3 4 7 4 8 4.38 2.00
A2 |1 4 4 3 4 5 5 4 3.75 1.28
A3 |3 4 2 6 5 2 2 8 4.00 2.20
Ad | 4 5 5 6 3 3 5 12 5.38 2.88
A5 |2 2 5 2 2 3 4 6 3.25 1.58
A6 | 4 5 4 1 7 5 2 9 4.68 2.56
A7 | 4 5 7 6 5 7 3 9 575 1.91
A8 |3 4 3 2 4 6 3 6 3.88 1.46
A9 |4 6 6 4 17 11 7 10 8.13 4.39
Al10 | 4 2 3 2 6 4 2 2 3.18 1.46
All | 1 4 3 1 3 3 3 7 3.13 1.89
- LAl2 ] 4 4 3 3 4 4 2 6 3.76 1.16
£ |a133 4 5 2 | o9 5 2 10 5.00 3.02
é X 3.08 | 4.00 4.08 3.15 5.62 5.00 3.88 7.46 4.47
;,") c 1.12 | 1.15 1.44 1.82 3.88 2.38 1.56 2.70 1.38

Testing the same null hypothesis using the santeraif tests gave way to the results discussed

below:

- TheWilcoxon-Mann-Whitney teserifying whether the two sets of values come ftbm same
distribution gave the test statistic of & 74 with the critical values being 16 (lower ltmand

62 (upper limit) and 12 and 66 at 5 and 1 percrgmificance levels respectively (See full results
in Appendix 3). Given that the test statistic igher than the upper critical values at both
standard significance levels, the null hypothegisntormants with high and low educational

profile producing retellings with the same degréeamplexity can be rejected.
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- The application of the f-test to verify whethéetvariance in the two samples in FrL2 is the
same across the scenes and the informants gayedbability value corresponding to the test
statistic 74%. Compared against the 5% of significance level, aesd not give support for
rejecting the null hypothesis of variances of bedimples being not statistically different. In all
the videos without exception, the null hypothedi®qual variances across H- and L-educated
sample cannot be rejected. This again supportsnttion that the variance in complexity

measures stems from informants rather than theeafuhe videos.

- The verification of the direction of the differm® between the two groups’ productions using
the t-test gave the t-statistic of 5.21. The ddfere between 7.86 (average for H-educated) and
4.47 (average for L-educated) with standard denmatiof 1.16 and 1.38 respectively is
significant at the 5% level.

As mentioned earlier, at a second stage, the INfLescwere examined in the light of the
acquisitional stages identified for each informgeit Table 37 below). In order to quantify the
association between the INC score obtained for @dohmant and his / her learner variety, we

used the Pearson correlation statistical test.

Table 37. Narrative complexity scores of FrL2 retdings

Code | L.V | Birds | Breakfast | Earthsea| Fire| Kabaret| Salmon| Soup Vikeup| INC | o

Al 2 3 3 3 3 4 7 4 8 44| 2
A5 2 2 2 5 2 2 3 4 6 3.3] 1.58
A8 2 3 4 3 2 4 6 3 6 3.9 1.46
A2 3 1 4 4 3 4 5 5 4 3.8/ 1.28
A3 3 3 4 2 6 5 2 2 8 4 2.2
A4 3 4 5 5 6 3 3 5 12 5.4/ 2.88
A6 3 4 5 4 1 7 5 2 9 46| 256
Al12 | 3 4 4 3 3 4 4 2 6 3.8/ 1l.16
A1l | 3 1 4 3 1 3 3 3 7 3.1 1.89
A10 | 3 4 2 3 2 6 4 2 2 3.1 1.46
Al13 | 3 3 4 5 2 9 5 2 10 5 3.02
A7 4 4 5 7 6 5 7 3 9 58] 191
A9 4 4 6 6 4 17 11 7 10 8.1 4.39
A0l | 5 7 5 9 5 8 10 1 7 6.5 2.83
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Code | L.V | Birds | Breakfast | Earthsea| Fire| Kabaret| Salmon| Soup Vdkeup | INC

A04 | 5 5 6 9 5 13 8 8 10 8 2.73
AD2 | 6 8 6 12 8 11 11 9 89 23
A03 | 6 8 7 7 7 8 6 6 7 0.76
A05 | 6.5 | 11 6 7 7 13 9 10 13 9.5 2.3
AD6 | 65| 6 7 5 5 10 7 8 10 7.3 1.98

Notes: L.V = Learner variety

We attributed numerical values to each acquisitistege, from 2 (basic stage) to 6.5 (the stage

between the higher advanced variety and near-natareety). We wanted to test the null

hypothesis stipulating the following:

There is no correlation between the acquisitionahage and the INC score.

The result of the statistical test calculated tbeatation value 00.87, which gives very strong

evidence against the null hypothesis. The grapbovbéFigure 14) portrays this correlation as it

shows that the more advanced the learner variegyhigher is the retellings’ complexity of the

learners. This is represented by the exponentmtion, which models this constant change:

Figure 14. Correlation between acquisitional stagand INC scores
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Table 38. Correlation between acquisitional stageral INC scores

Coeff Estimate| St.error t-ratio P-value 95% Lowen5% Upper
Const | 1.0647 0.6796756 1.5664772 0.13566  -0.3692D2.4986864
b X 1.16522 | 0.1649733 7.0630591 1.9E-06 0.8171528.513P792

We conclude in the following section on the quatitie analyses conducted so far on INC of L2

retellings.

3.1.3.4. Conclusions on narrative complexity analgs of TAL1, FrL1 and
FrL2 retellings

A representation of the average scores in eachpgrodAL1, FrL1 and FrL2 reveals that L-
educated group in either first languages or infleavarieties have lower scores than H-educated

ones.

Figure 15. Narrative complexity scores in TAL1, FrL1 and FrL2

Narrative complexity

H-educated L-educated

OTAL1 mFL1 BFrL2

The case of FrL2 retellings is quite predictabkel|emrners do not have the same learner variety,

and thus are expected to have variable overalhtieerabilities. The results of TAL1 and FrL1
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narrative complexity analysis however are rathderesting. They show that the level of
education of the speakers affects the way thewtstory. H-educated speakers are more liable to

produce more complex stories than L-educated agegdless of the language used.

3.1.4. Description of the types of retellings prodted in TALL, FrL1
and FrL2

We now turn to discussing the types of retellingsdpced, in the light of the task performed,
and the specificities of the different visual stinused for it. As established in the methodology
chapter, the videos used to elicit the retellinggenmany distinctive features: source, length and
type of situations involved. As part of the quaattite analyses carried out above, namely of
narrative complexity, we started with the assummptibat all our retellings are of the same
nature. Looking here at the internal componenthefproductions however, we notice that they
are not. In fact, not all the productions can dyals narrations. We applied for our classification
of productions thequaestiomodel discussed in the theoretical part. In factetelling is a
narrative when it includes a minimum of two propiosis, which answer the quaestionagat
happened at;? What happened a;?” It has therefore to include a component thaiciaigs a
progression on the time line, and that answersnipdied question What happened neXt We
present in the following table (Table 39) the pmtijoms of actual narrative texts produced by
each group of informants in TAL1, FrL1 and FrL2. d&ther words, the table shows the
proportion of productions that include, as theinnmeomponent, progression tt, on the time

line as defined above.

Table 39. Proportion of narratives in the video retllings

TypeSim PerfectSim Inclusion Total

Video X X XO
Breakfast| Birds Earthsea(%) | Kabaret| Wakeup Fire Salmon  Soufo) (%)

TALL | 4 | 50% 67% | 83% |67 |100% | 100% | 100% 100%| 67993 | 83
L | 15% 15% | 23% |18 | 92% 92% 85% | 92% 319 /8 | 56

FiLl ' x| 20% 40% | 40% 40 | 100% | 100% | 80% | 100%| 80% 93| 73
L | 0% 17% | 17% 11 | 83% 83% 83% | 67% 509% 78| 90

Frlz 'y | 33% 50% | 83% 56 | 100% | 100%| 67% 100% 67% g7/°
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TypeSim PerfectSim Inclusion Total
Video X X XO
Breakfast| Birdg Earthsea(%) | Kabaretl Wakeup Fire Salmaon  Soub) (%)
L | 0% 0% | 15% 5 77% 85% 319  54% 23% 54 36

Notes: H= H-educated / L= L-educated

As we can see, the type iminvolved in the videos affects the type of theslletg produced.

In fact, as clearly shown in Table 39, the promortof narratives is clearly higher when the
videos present progression on the time line. Cendiok example the higher averages for both
groups in TAL1, 93% for H-educated and 78% for lueated group with the inclusion type,
compared to 67% (H) and 18% (L) with videos showirg progression on the time line.
Surprisingly however, the type @&im does not exclusively constrain the type of disseur
produced. In relation to our quantitative descoips above, H-educated produce more narratives
than L-educated group regardless of 8wa type involved in the stimuli (Figure 16 and Figure
17). In fact, even when there is no obvious pragjoesof the events involved such asBimds,
Earthsea and Breakfast H-educated speakers always managed to produndicagtly more
narratives than the L-educated group.

Figure 16. Proportions of narratives produced by TA.1, FrL1 and FrL2 to retell Perfect Sim

Perfect Sim
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H-educated L-educated
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We notice in the graph showing proportions of fetgs of perfectSimthat TAL1 H-educated
native speakers produced more narratives than speakers. The same speakers produced more
narratives in the same task in FrL2. When it cotnesiclusion TAL1 and FrL1 proportions of

narrations are quite comparable as the graph b&thows.

Figure 17. Proportions of narratives produced by TA.1, FrL1 and FrL2 to retell Inclusion

Inclusion
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H-educated L-educatei
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Overall, H-educated informants choose to produceatees more often than L-educated
informants do. In the light of this additional find, we postulate that the two groups have
different conceptualisations of the situations présd in the stimuli and take therefore different
perspectives to retell them. The productions ofddeated group manifest less deviation from
the question determining tlgpiaestio“what happened in this scétieregardless of whether or
not the video presents progression on the time liieen it did not (i.e., in the case of Perfect
Sim), they either implemented progression within oh¢he two simultaneous situations of the
video, or in their interaction. The two types obgression are schematised as follows (the
representation does not account for the typeSwh as shown in the stimuli but for the
perspective of the informants taken on their irdérapresentations of the events):
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Table 40. Portrayal of progression of two simultaneus events on the time axis

1) Progression within one of the two situations 2) Progression and interaction of the two
situations

S1 -t -ty ——-t, S1 -t -t

S2 —m-mmmmeeeen S2 4

The first type is illustrated by example (37), #ezond one by (38).

(37) AO2,Breakfast

Nafs ettfol elli shof-ne-h gbal
Same the-boy who see-PP1-him before
The same boy we have seen before

y-haddar fi wahda krep
PS3M-prepare PRG one pancake
Is preparing a pancake

da:har-li krep
AP&appear-to-me  pancake
| think a pancake

Mais hrag-ha d'un c6té
But  burn-PS3M-it from one side
But he burnt it on one side

W glib-ha
and  turn-PS3M-it
and he turned it

hraqg-ha min  shira
burn-PS3M-it from side
He burnt it from one side

w glibha .
and flip-PS3M-it
and he turned it

w min ba'd .

and  after
and afterwards
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w omme-u: ga:'da tisma’ fi-l mu:zi:ka .
and mother-his PRG PS3F-listen PRG-the music
And his mother is listening to music

w ta'mal fi des mouvements .
and PS3F-do movements
and doing movements

t-tabba’ fi-ha za'ma za'ma .

PS3F-follow PRG-it pretending  pretending

She is pretending to follow the rhythm
The example involves some instances of codeswiicliive alternate use of two elements from
two different languages within the same utterah@svéon & Sachdev 2000, p.1344), here from
Tunisian Arabic and French. This phenomenon isotiteome of the multilinguistic heritage of
Tunisia due to its past as a French colony and itdsstrategic situation being located at the
crossroads between the Arab world, the Meditermaiaea Europeilfid., p.1345).

(38) A04, Earthsea

Bon on voit un dessin animé.

On voit une fille

En train dechanter

Au départ il me montre un joli paysage du soleilepeu a la campagne
Et elle chante tellement bien

Qu’ily a un jeune homme a coté

Et qui se met a pleurer

Ensuite elle pleure elle aussi

The other retellings, which are not categorisednagatives, are classified as descriptive
accounts of events. In fact, these retellings astatic representation of events, they show no
temporal progression of events and they are coresidags a deviation from the initial question
asked. In fact, in producing them, the informaraget a different perspective on events,
describing them using more spatial entities foemaftial movement. The following retelling

(example 39) is an example of a descriptive acc(ihietspatial adverbial is highlighted).

(39) FO3, Birds

Ok c’est un peu plus énigmatique
Donc quelqu' un joue de la guitare.
Et on va dire méme si c’est.
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C’est un morceau qui est typiquement hawaiien.
Il a une sonorité qui en effet rappelle une musigaeaienne.
Une petite fille danse dans une musique hawaierctga

We finish this investigation with a detailed an@&y®sf the proportion of productions with
narrative progression compared to all productionsih.2 learners (Table 41)

Table 41. Proportions of FrL2 narratives

PerfectSim Inclusion
Breakfast | Birds | Earthsea

Code
Al
A5
A8
A2
A3
A4
A6
Al2
All
Al10
Al13
A7
A9
A01
A04
A02
A03
AO5 | 6-7 | -
AO6 | 6-7 | - -

<

Kabaret | Wakeup | Fire | Salmon| Soup
+ + +

[\|

- - + - + -

+ +

1
1

+ |+ |+ [+ [+ |+
1

+ [+ [+ [+ |+
1

+ [+ |+ |+

]
+
]

]
+

olula|d|dlw|lw|lw(w|(w|w|w|w|Nd (NN |-
1
1
1

»

.
,
,
NNk viv]/o|lo|lo|lo|lo|lo |k |o|o|o|o |- oM
'
,
\
aldloOa|A|RIN|IW[W[FP NP W[WI[NINIM W W

+ |+ |+

+ |+ |+

[N

+ |+ |+ |+ |+ |+

+ [+ [+ |+ |+ |+ T |+ |+
+ [+ |+ |+ |+ |+

+ |+ |+ |+

4

The FrL2 speakers are classified according to teainer varieties indicated in the first column.
As the table shows, FrL2 learners are more liableroduce narratives out of the videos showing
the inclusion type o8im i.e. videos where the time of the second situa8a is included in the

TSit of the first one (S1). This, according to owsults, generates an obvious temporal
progression of events, which is exploited evenaaliex stages of language acquisition to make
narrations out of the situations presented. Pdyfestinultaneous situations are less likely to

generate narratives among the lower varieties aad at the intermediate level of acquisition.
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3.1.5. Conclusions on section one and discussion @fiantitative

analyses

Based on the number of quantitative analyses choig on the two sets of retellings by H-
educated and L-educated groups; namely of thegtthem terms of number of propositions
produced, vocabulary diversity using tfilecd software and narrative complexity (as inspired by

Peterseret al's (2008) framework), we can formulate the follogvconclusions:

- H-educated and L-educated oral productions ornasle of retelling simultaneous situations are
similar with regard to the use of a diversified &balary. The possibility that the type of task
completed by the informants could influence thealmdary used and result in this similarity of
richness of the lexicon cannot be ruled out asriifigmants were presented with the same set of
visual material. In fact, the influence of the tagnerally calledl'influence de la tacheon the

oral productions is attested by many studies (®gnkova 2003; Gayrauet al. 1999). These
latter agree that the type of task and stimuli red to the informants partly shape the way they
complete the verbal task. For instance, Gayetual. (1999, p.28) call attention to the necessity

of considering the impact of the task as an infbireg factor on oral productions:

«Les différences obtenues entre les différentesetashggerent qu'il est
important de garder a I'esprit, quand on utiliseeugeule tache, que les
conclusions auxquelles on aboutit sont nécessaimepaatielles.»

L-educated and H-educated speakers’ productionsnavertheless significantly different in
terms of length and narrative complexity. This ngetrat speakers of the same language make
different choices on a particular task, in thisecahe retelling of simultaneous situations. H-
educated informants produce longer and more compleMings than L-educated ones in TAL1
and FrL1 even though the statistical analyses eftyppe of lexicon used reveal no significant
differences. This similarity of results regardirge tuse of the lexicon is directly related to the

restrictions imposed by the nature of the stimaédi
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The difference between the two groups in each k&stgated lies not in the words chosen to
complete the task, but in the way the utterancesaaranged and the number of propositions

selected to produce them.

The analyses of retellings in TAL1 and in FrL1 ralgtriking similarities of results, which allow
us to safely draw general non language-specificlogsions on the points raised. Indeed, in both
languages, the highly and low educated informaaks tifferent perspectives. Their productions
differ in terms of length and complexity. FurthemmoH-educated speakers choose to make
narratives out of the simultaneous situations noften than L-educated speakers do. It turns out
then that instruction plays a role in the retelliailities and the strategies adopted for the

complex verbal task of retelling simultaneous esent

In the following section, we analyse the expressiban-goingness in retelling simultaneity. We
would like to examine whether or not the differenoatlined above between the L-educated and
H-educated groups in each language and in leaaréties would imply differences in the use
of the progressive markers and on-goingness devicegxpress simultaneity within the

proposition and in the discourse as a whole.
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Section 2. Therole of on-goingnessin

expressing simultaneity
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3.2.0. Introduction

In this section, we consider the way our informasploit the aspectual value of on-goingness
to retell simultanenous situations. As explainedhia literature, the French language has many
ways of expressing that a situation is on-goingelies on lexical means, the periphrases
train de», or theprésent de l'indicatifLikewise, the most used devices to express ongy@ss

in TAL1 are the markerga:’id andfi or the prefixed verb form (PV). To distinguish betm the
different devices, we catten train de and «a:’id (+fi) » the ‘marked’ forms; and the simple

forms -présent de l'indicatitnd PV- the ‘unmarked’ ones.

Therefore, we explore in this part the uses ointlagked forms; ga:’id (+fi) », and «n train de
interchangeably with the unmarked ones; the prdfierb, and th@résent simplén TAL1 and
FrL1 respectively. We are interested in how theyased to present the two situations involved

in each of our eight visual stimuli.

Our investigation of the marked forms versus thearked ones is related to our investigation of
how simultaneity is expressed. It is done in twanretages: first, we explore the use of the
different marked and unmarked forms within the pon level. Afterwards, we consider the

forms in the wider context of discourse.

3.2.1. Marked and unmarked forms within the proposiion

Before we start, let us repeat here what conssitatproposition in this study in order to clarify
the scope of this first part of the section. Weéhdefined a proposition as a unit that contains an
event, process or state, organised according tadofie-focus distribution. It may or may not
contain a verb so the term encompasses nominabgitans as in the pre-basic variety of
learners, and possible verbless clauses in TAL#&.prbposition is the minimal unit that we used
for chunking our oral retellings. In the first paot this section (section 2), we deal with the
marked and unmarked forms at this limited levelr @ualyses included therefore the frequency
of use of each form and the type of lexical consatécted for it. For every feature, we deal with

each language investigated separately.
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3.2.1.1. Proportions and frequencies

We aim here to present the frequencies of useeofmtirked forms versus the unmarked ones to
express that a situation from a video is on-goBgfore doing so, it is worth noting that on-
goingness is the most frequently used aspectuaéual construe events as conceptualised from

the visual stimuli presented (see Figure 18).

Figure 18. Aspectual relations expressed in TAL1,HE1 and FrL2 retellings

Ich Imp ite Per Prg Pro Pct hab Unc

OIvL1 ®MTAL1 &AFL2

Ich: inchoative / Imp: imperfective / Ite: iteragiV Per: perfective / Prg: progressive / Pro: peasipe / Pct: perfect /

Hab: habitual / Unc: unclear aspectual value

We investigated afterwards in details for each lmgg and learner variety every form used to
express on-goingness. In order to do so, all tedipate forms used to express that a situation is

on-going in the retellings of our eight videos h&meen coded.
3.2.1.1.1. TAL1

TAL1 speakers have many lexical choices to reptesmem®vent as on-going. The different forms
found are listed in details in Table 42 for L-ediechand H-educated groups. We separated the
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frequencies of each group for the differences alesEbetween them.

Table 42. Forms expressing on-goingness in TAL1 mtings

PerfectSim Inclusion

L-educated Breakfast| Birds| Earthseq Kabargt Wakeup Fire SalmorSoup| X
PV +fi 16 4 8 17 5 4 14 14 82
PV 11 21 15 3 3 4 9 67
ga:'id + PV 5 10 7 7 42
ga'id+PV +fi | 9 2 2 1 8 6 28
AP 6 6
ga:'idpp) + AP 1 1 2
‘amma:l + PV
(still) 0 2 2
y-kammapy, +
PV
PS3M-finish 0
g'ad +AP
Sit-PS3M 1 1 2
g'ac+ PV
sit-PS3M 1 3 1 5
bagsy) + PV
Stay-PS3M 1 1
L-educatedX 41 35 35 29 15 16 29 37 237

PerfectSim Inclusion

H-educated | Breakfast| Birds| Earthsea Kabaregt Wakeup File SalmorSoup| X
PV +fi 7 3 4 6 2 3 6 31
PV 3 3 2 3 3 3 17
ga:'id + PV 2 7 4 4 6 6 29
ga:'id+ PV +fi | 11 4 2 4 4 25
AP 1 5 6
ga:'idpp) + AP 0
‘amma:l+ PV
(still) 0
ykammapy, +
PV 1 1 2 4
g'ad +AP
sit-PS3M 1 1
g'ad+ PV
sit-PS3M 3 3
Bgasy) + PV
Stay-PS3M 0
H-educatedX | 24 14 15 11 8 9 16 19 116

As the table shows, the use of the preverbal pssgre markema:'id is not systematic to
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express that a situation is on-going. It clearlgnpetes with the prefixed verb used alone or with
the post verbal markdr. The use of the active participle (AP) for the saaspectual value is
very marginal; we count indeed only one occurrandie video retellings showing perfesim
and six in retellingVakeup The AP form is exclusively used Wakeupretellings with the verb
rqad (he slept). For some reason, the verb in its yeefiform cannot be used preceded by the
preverbal markega:’id. Consider the following examples (our creation):

(40)

*Qa’id yo-rqod fi-l bi:t

PRG 3PSM-sleep in-the room
(41)

*Q'ad yo-rqod fi-1 bi:t

sit-3PSM 3PSM-sleep in-the room
(42)

Qad reqid fi-l bi:t

sit-3PSM sleep&AP&3PSM  in-the room
He stayed in the room sleeping

(43)

Reqid fi-l bit.

sleep&AP&3PSM  in-the room
He is sleeping in the room

We hypothesise that the recourse to AP in our ieéxpress on-goingness is not random but the
result of some constraints. Given the origin of tharkerga:’id (a verb of static posture), we
hypothesise that it cannot combine with anotheb vedicating a static posture (hengad ‘he
slept’ / or rather he was asleep). Similarly, threvperbal marker conflates with other verbs
indicating static postures such agif (he stood up)g’ad (he sat),ttakka (he lay down). As

such, propositions such as (44) or (45) are unusuBAL1:

(44)

*Qa’id yoq'od
PRG PS3M-sit
He is sitting

(45)

*Qa’id yeqif
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PRG PS3M-stand
He is standing

We can however very well say

(46)

Qa’id ra:qid

PRG sleep&AP&PS3M
He is sleeping

(47)

Qa’id weqif

PRG stand&AP&PS3M

He is standing
We can therefore conclude that AP used to convegaimgness does so conveying also a
resultative meaning of a state or an action. Fstaimceregid does not mean that somebody is

actively engaged in some activity of sleeping rtweys simply that he is in a state of sleeping.

Furthermore, the AP can also be preceded by theegiyal markega:id as example (48) below
shows.

(48) A12,Earthsea

Huwa ga:'id mithamms-il-ha

He PRG enthusiastic-to-her

He is encouraging her
We also conclude thaa:’id is rather compatible with verbs expressing a dyonautivity when
used in a PV form. The use ofja’id + PV» therefore conveys the dynamicity of an event

necessarily viewed in progress.

On-goingness can also be expressed by other cg;verhich generally precede a PV and
semantically convey the on-goingness of a situafldre use of these co-verbs is also rare in the
data: two propositions with the co-vdkammal(he finished). Used as a preverb it rather means
‘He continued doing something’ (see example (48J¢ also have constructions with a PV and
an AP preceded by the suffixed form of the vgidd (he sat, stayed), consider example (50)

below.
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(49) AO05,Birds

w-(l)-razjil  y-kammal yi-I'ab ‘ala  ruhu: .
and-the-man 3PSM-continue 3PSM-play on himself
And the man continued playing by himself

(50) A8,Earthsea

g'ad yi-bki

sit-3PSM 3PSM-cry

He kept on crying
g'ad (he sat) is the verb from which the preverbal raamd@:’id is derived. Used in the
masculine singular in its suffixed form, it convays-goingness with a past time reference (TT

prior to the TU). This aspectual value is basichdkically expressed.

Going back to the most frequently used construstit;m express on-goingness, to make the
frequencies of forms more intelligible, we desigrikd graph below which reveals the forms
favoured by TAL1 speakers: these froms are the évied or not by the marker, and the

predicate constructions containigg:’id, again containing or not the partidle

Figure 19. Predicate forms expressing on-goingnessTAL1

OL-educated BH-educated

We consciously chose to separate the following foamstructions, which appear to be most
238



frequently used in the data to express on-goingness
(i) PV
(il) «gqa:’id + PV»
(iii) «PV + fi»
(iv) «ga’id + PV +fi»

The difference between (i) and (iii) is the presentfi. As mentioned in the theoretical pdrtis
obligatorily used when the proposition expresse®mgoing event at some time of reference,
and contains a direct object complement. This ginapitails that the absence fofonly means
that the verb of the sentence is intransitive, tnetefore does not need any complement. The

difference between (ii) and (iv) is quite the saifwo important issues are worth noting here:

First, unless used like the “historical presenttdamote bounded events, PV forms express that

an event is in progress at a certain reference time

Interpreting the PV as expressing bounded evemsrifectivity is context-related. In fact,
boundedness, as opposed to the progressive reedim@e retrieved from the type of lexical
content used (e.g., the use of 2S punctual V@rtm by explicit markers indicating the

chronology of events happening in a sequence.

Second, given the obligatory characterfipfthe separation of each construction allows us to
study the contexts of use of the preverbal magkeid which is much less systematically used,
and whose contexts are not very clear yet. Examittie contexts and systematicities of use of
the apparently ‘optional’ preverbal marlga:’id is one of the objectives of our analyses. We are
therefore able to study the difference betweemr{d (ii), and also between (iii) and (iv) in our

two groups L-educated and H-educated. We focusammwanly these four forms and we display

“2 In her PhD project, Leclercq (2007) distinguistesween punctual 2-State predicates such as <akbreto
kick the ball> and durative 2-State predicates fike prepare soup>, <to eat two bananas>.
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their use by each group. The graph below allom® #examine the frequency of useqaf:’id by
each group. In fact, it gives precise informatidiow@t occurrences of PV alone as opposed to
«ga:’id + PV» when the verbs selected are transitive tarealt also allows comparing «PV +
fi», as opposed toga:'id + PV + fi» when the verbs selected are transitive and requir

obligatorilyfi.

Figure 20. Use of the four constructions by H-edudad and L-educated groups

34%

30% 28%.

PV qa:'id+ PV PV+fi qaid+PV + fi
B H-educated OL-educated
The percentage of use of each form is calculatathagthe total progressive propositions. The
figure clearly shows thaja:’id is more used by the H-educated group than theulcaéd one.

H-educated informants us@:’'id more when the PV is intransitive. It is howevesslesed when

it is transitive, as the construction contdinSee Figure 21 and Figure 22 below).
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Figure 21. Proportions of PV vsga:'id + PV in retellings of L-educated informants

80% TAL1 L-educated
70% PVvs. qa:id+PV

qa:id+ PV 33% | 0% | 10% 10% 0% |25% | 7% | 4% |24% 18% 53% | 18% | 6%
PV 19% 56% 50% 50% 23% | 18% | 21% | 34% 12% 18% 6%  18%  38%

oPV Aqaid+PV

Figure 22. Proportions of PV vsga:'id + PV in retellings of H-educated informants

80% TAL1H-educated
70% PV vs. ga:'id+ PV
60%
50%
40%
30% [ ]
20%
10%
0% | L |
A0l A02 A03 A04 A0S Alo6
qa'id+PV 31% 0%, 250 30% 24% 37%
PV 13% | 35% | 19% | 4% 8% 16%
OPV Hqalid+PV

We can postulate therefore thg:’id is more liable to be used when the PV is usedeatomd
can be ambiguous. L-educated informants howeverenmalich less use afa:’id in their

retellings. Indeed, they use more PV and «Pi4+than ga:’'id + PV» with or withoufi (Figure
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21 andFigure 23).

Figure 23. Proportions of PV +i vsqa:’id + PV +fi in retellings of L-educated informants

80%

TALT L-educated

a'3d4+ PN + 5
. a7 fi

PV +fi v

A3 | A4 | AS | A6 | AT A8 | A9 |A10 | A11 | A12 A13

‘qa:'i(I+PV+ﬁ 0% | 0% |40% [20% | 0% |21% ([21% 0% |12% | 5% 29% [29% 6%

‘PV-i— fi 43% |44% | 0% |20% |69% |14% 43% 29% (48% |55% | 6% |24% 44%
Brvifi Bqa:id PV I fi

Figure 24. Proportions of PV +fi vsqa:’id + PV +fi in retellings of H-educated informants

80% TAL1 H-educated

0%  PV+fivs. qa:id+PV+fi

60%

50%

40%

30%

20%

10%

0%
A0l A02 A03 Al4 A05 Al6
‘ qa'id+PV+1fi| 19% 12% 31% 22% 16% 32%
‘ PV+1i 19% 29% 19% 35% 24% 11%
OPV+fi #Eqaid+PV+fi
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Conclusions on the proportions of progressive forms TAL1

It is worth concluding that TAL1 has many lexic&vites that allow speakers to express the on-
goingness of an event. These devices share the gorfaature of expressing that a certain event
lasts a stretch of time long enough to be viewedrnasn-going process at a certain time interval.
Nevertheless, they are different and are used ftverén different contexts. For instance the
preverbal markega:’id is compatible with predicates expressing thataagonist is actively
engaged in a dynamic process (ee@ding writing, running andeating an apple.). When the
on-going event is rather static suchséseping sitting in a park there are two possibilities: the
speaker can use either the AP of the verb, such:@sl (he is asleep), or he could ugz’id to
precede the AP form of the verb.

Furthermore, we notice that the H-educated group the L-educated group use progressive
devices differently. H-educated make more use efpteverbal markega:’id than L-educated
group especially with intransitive verbs that daé regjuirefi in progressive contexts. Conversely,
L-educated informants rely more on the prefixedolerm to verbalise progressive events. The
case of A2 who never usgsa:id to convey on-goingness is interesting compared-adticated
informants who all use the marker. We hypothesighia stage of analysis thg&:’id is more
frequently used to disambiguate the speaker’'s wa@vwpwhen fi is not possible. We will
definitely discover more specificities of this markga:’id, and the contexts of its use later on
when we deal with lexical contents and when we emanit in the wider context of the
discourse. We now turn to FrL1 to examine similahg use of the marked formertrain de,

and the unmarked omeésent de l'indicatiby the two informant groups.
3.2.1.1.2. FrL1

The table below displays the linguistic means useshcode on-goingness in all FrL1 retellings.
Many options are available to French native speakbe marked form, i.e., the periphrasis with
«en train de, présent de l'indicatifgérondif theimparfait and also co-verbs such as the verb

continuera used with an infinitive. The frequencies of use l&ted in descending order.
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It is worth noting here that in addition to expiagson-goingness of a particular event in
particular contextsgérondiflinks two propositions, which expreSsm of two events related to
one protagonist. We do not focus on this deviceuninvestigation of aspectu@lmmarking, as
we are interested in the devices employed to livik $imultaneous events related to two distinct

protagonists.

Table 43. Forms expressing on-goingness in FrL1 retings

Perfect Sim Inclusion
L-educated Breakfast| Birds| Earthseqd Kabaregt Wakeup File SalmorSoup| =
(étre) en train de 3 0 1 3 0 0 3 1 11
Présent de l'indicatif 7 12 6 4 3 3 1 5 11
Gérondif 1 0 1 0 0 0 0 2 4
Imparfait 0 0 1 1 0 2 0 0 4
L-educated® 11 12 9 8 3 5 4 8 60
H-educated Breakfas | Birds | Earthse: | Kabare' | Wakeug | Fire | Salmor | Soug |
(étre) en train de 13 2 5 6 3 4 4 7 44
Présent de l'indicatif 3 9 5 0 0 2 6 6 31
Gérondif 1 0 0 0 2 1p
Imparfait 1 0 0 0 0 3 0 4
Continuera +Vinf | 2 0 1 0 0 0 0 0 3
H-educate® 22 18 13 7 3 9 10 15 97

The most frequently used unmarked form is pinésent de I'indicatif We shall focus in what
follows on the marked and unmarked forms; respeltiv«en train de and présent de
l'indicatif, the reason being that they are the forms that st fnequently used in the data as
Table 43 shows.

The unmarked fornprésent de I'indicatiis generally more used than the periphrasis itoog

at the overall frequencies, and in particular méagoured by the L-educated group of
informants. Apart from in the retellings of the e@Birds, where both groups clearly favour the
use of theprésent de I'indicatito express the on-goingness of the events, H-¢eldicatellings
show more use ofen train de in progressive contexts. Another striking findirgythat the
présent de l'indicatifs more used than the marked form in retellingpefectly simultaneous

situations (Perfec®in), and used with almost equal proportions withlttedusion type ofSim
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A general observation is worth making about thek@aiform in all the retellingsEn train de’
is used with or without the auxiliatre and the details are provided in Table 44. In fHus,
data show tha&en train de is not necessarily used with the auxilig@tye as inll est «en train
de» préparer des crépedut also without it as inj& vois un hommen train depréparer des

crépes.

Table 44. Proportion of €tre)en train de

Breakfast| Birds| Earthsed Kabaret Wakeup Salmon Soupire | Total
AUX + en
train de 50% 8% 24% 29% 33% 54% 24% 40% 31%
en train de 8% 0% 0% 29% 17% 0% 146 O 8%
Total
(étre) en
train de 58% 8% 24% 57% 50% 54% 38% 40% 39%

The fact that en train de is not systematically used when the progressspectual relation is
expressed and that it competes with other lingursieans such as the simple present is not new
or surprising. Its relatively high use in our dattaa rate of 39% of the total progressive
propositions however, is quite interesting. Moreiiastingly, the use ofex train de compared

to the use of the simple present is different ddpenon the video and the type of situation that
is retold. In fact, while both linguistic means aeenly used in the retellings &fire and
Wakeup «en train de> is more highly used in retellingreakfast, Kabaret, SalmandSoup In
Birds, Earthseahowever, it is rather the simple form which is maused to express on-

goingness.

After analysing the proportions of the marked founsed in TAL1 and FrL1 as compared to the
unmarked forms, we now turn to examining how our2Hearners used the different forms to

express on-goingness in their retellings.
3.2.1.1.3. FrL2

Before investigating the devices used to expresgoamgness by FrL2 learners, we formulate
some hypotheses made possible by the analyses tdainers’ L1, (TAL1) and of French native

speakers’ productions on the same task.
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- In both TAL1 and FrL1, speakers make use of diife lexical means to view an event in
progress at a certain time interval. Both languagage a marked form, consisting of a
periphrasis that contains an element that is gramaliszed to a certain exterda:’'id and en
train de» in TAL1 and FrL1 respectively.

- In both languages there is some flexibility ir tinse of these marked forms, i.e., they are not

systematic, and compete with other devices sutheasimple present.

- H-educated and L-educated expression of on-gesgrnshows clear differences in the
proportions of use of the marked forms. H-educapehkers use them more frequently, while L-

educated speakers prefeesentdel'indicatif and PV in FrL1 and TAL1 respectively.

- The difference between TAL1 and FrL1 use of therkad forms however is that whiler
train de» is used interchangeably with a form that is conghjettinmarked, TAL1 has a second

markerfi, which has very clear conditions of use.

All this leads us to hypothesise that learners khdne able to express on-goingness using

different devices.

Furthermore, they should be able to use the pegihren train de more at later stages than at
earlier ones as Wray (2002) postulates regardirgdtaic sequences. At earlier stages,

however, it is more of a “non-analysed sequenceatiwmight be used instead.

We display in the following table (Table 45) aletdevices used to express that events are on-
going at a certain reference time by our FrL2 infants. These devices include the aspectual
marker en train de and every other means used by learners to exanesa-going event. The
focus particleencoreused by A13 to express that an event is on-goiag elassified separately

under the category “other”. Here is the extractfiais retelling:

(51) A13,Wakeup

Dans cette scene il y a un mec
Qui fait dodo

Et /&dorme/.

Un moment le réveil /&sone/.
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Et &turn il /&turn/.

Il éteint.

Il /&dor/ encore
Et aprés sa maman vient le réveiller.
Pas de succes.
Alors gu’est ce gu’elle fait.

Elle prend elle prend un pistolet.
C’est pour chasser je sais pas I'oiseau ou bietrua comme ca

Elle tire.

Et la il se réveille.

«l dort encore> is interpreted here as an on-going event, dedipigresence aprésin the
following adjacent proposition, indicating the teong@l referential movement and boundedness.
The on-goingness meaning is explicit by the usethef focus particleencore The same
proposition can be paraphrased Asentinue a domis, an event which opens a temporal frame

including the bounded events happening in the aéshe retelling (actions performed by the

mother after she comes into the room).

Table 45. Forms expressing on-goingness in FrL2 retings

LV | code | «en train de F?.res.ent_de Gérondif | Imparfait | «Continuer | Other | Total
l'indicatif \
a+V»
Al 0 0
Stage 2| A5 4 4
A8 0 0
A2 0 13 1 14
A3 7 1 8
A4 8 4 12
A6 2 17 19
Stage 3
A10 7 6 1 14
All 11 2 13
A12 6 3 9
A13 2 9 1 12
A7 9 2 11
Stage 4
A9 13 3 1 17
A01 10 10 3 23
Stage 5
A04 8 3 3 14
A02 1 3 4 8
Stage 6
A03 13 3 16
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LV | code | «en train de F?_res_ent_de Gérondif | Imparfait | «Continuer | Other | Total
lindicatif A
a+V»
Stage AO05 16 2 1 5 24
6-7 | AO6 15 2 1 23
Total 132 83 14 5 6 1 241

We notice that FrL2 learners in the H-educated gr@mphasised using italics in the table) use
exactly the same devices as FrL1 H-educated najpeakers (see Table 45 above). The
comparability of results is also verified acrose gtenes, as the figure comparing the total
progressive propositions below shows:

Figure 25. Comparison of FrL1 and FrL2 H-educated mformants’ use of on-goingness devices across
the videos
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Examining the percentages of the use of progregsivpositions compared to the total number
of propositions by each FrL2 speaker reveals a rgdypeascending trend throughout the
acquisitional stages. The expression of on-goingukesps however at stages 5 and 6. This can
be explained by the fact at later stages; L2 lgaroenstrue the simultaneous events while using
more extended side structures and commentarieghwhight lower the percentages at those
stages. We shall return to analysing the struaguahinformation in the discourse in the last
section of our findings.
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Figure 26. Percentage of use of progressive utteregs by the total utterances
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We also compared in detail the use of each devic€igure 27. We notice an interesting
difference between native speakers and advancatklsaFrL2 speakers usenctrain de more
frequently than FrL1 speakers do. Furthermore, Frigke less use of th@ésent de I'indicatif
than native speakers do. We formulate thereforefdhewing: FrL2 H-educated informants
manage to use «en train de» to express on-goingmestelling the situations we presented to
them. However, their use shows higher frequentias the use of native speakers of the marked
form. We can therefore hypothesise that.

FrL2 advanced learners useen train de»> differently from native speakers. They use the

construction more often because they generalisaugs to progressive contexts.

We go back to this issue after examinirendrain de at the discourse level to achieve better

insights.
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Figure 27. The different devices of expressing omigness by FrL1 and FrL2 H-educated groups
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We now turn to investigating into more details #eression of on-goingness by all FrL2
speakers. We look at the proportions of useef train de in every possible realisation: we
labelled + Aux. en train de every possible occurrence of the sequence (+ standhe

occurrences with (+) and without (-) an auxiliaiyje look at these variations later.
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Figure 28. Proportions of use of en train de» by all FrL2 informants across acquisitional stages.
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Figure 28 gives a detailed account of the proportibuse of the sequenceétrg) en train de»

by each informant. It also displays the detailsceoning each stage of acquisition to which the
learners belong. An interesting observation we nake is that only one out of the three
informants at Stage 2 uses the periphrasis ineédlings. He uses the expression as a rote form,
exploiting the main element of the periphrasis//iollowed by a base form (V or Ve) as
illustrated by the example from his retellif(abaret (the verbal elements are written in

phonetics and put between / /):

(52) A5, Kabaret

*EXP: Qu’est ce qui s' est passé dans cette scene ?
*SUJ: /&ana/ comedien

*SUJ: /&tr & &bwal.

*SUJ: Et /&tre &fet/ des gestes

*SUJ: Pour /&rigole/ les gens la

*SUJ: /&tr ¢ &rgarde/ le femme

*EXP: Qu’est ce qu’elle fait la femme ?

*SUJ: Elle /&tre &lir/ le journal.
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*SUJ: et /komas &agarde/.

Likewise, in A2’s productions (Stage 3), no occooe of « €tre) en train de has been found.

The use of en train de remains unstable in the intermediate varietynabe speech of A6 who
uses the marker twice, that is, very rarely. Heeouiters it as being composed of three distinct
words (like it sounds in native speech) and anotinee as /atra/ + V, with the verbal element

similar to a base form. Here is the extract ofrételling:

(53) A6, Kabaret

Il'y a une dame au théatre
/&atragarde/.

elle lit le journal et tout.

et un monsieur il est entre.

/atragarde/ is interpreted am'‘train de regardér We notice a difference between this use and
A5’s in the basic variety. The latter uses a maasid form of the sequenceslty trying to

produce the main wordrain’, whereas in A6’s retelling there is also an apeérno utter the

prepositionen which is a clear development of the form on #fe |

All the possible realisations of the periphrasisaiyFrL2 learners are displayed in the following
table (AUX + en train + de + INF accounts for dletuses of the periphrasis in a native-like
manner. It also includes instances where the anyils not present and not needed, as opposed
to the other possibilities where the auxiliary issent but necessary in the context of the

utterances):

Table 46. The different verbalisations of «&tre) en train de> by FrL2 learners

ftrel + | /atre/ + | (-AUX) en train (-AUX) en AUX + en train + de
V-Ve| V-Ve (-de) +INF train de +INF + INF
en train de+ (étre) en train de+
Interpretation train | en train en train+ INF INF INF
Al
A5 4
Stage 2 | A8
A2
A3 7
Stage 3 | A4 2 6
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Itrel + | Jatre/ + | (-AUX) en train (-AUX) en AUX + en train + de
V-Ve| V-Ve (-de) +INF train de +INF + INF
A6 1 1
A10 1 6
A1l 1 8 2
Al12 6
A13 2
A7 9
Stage 4 | A9 13
A01 10
Stage5 | A04 8
A02 1
Stage 6 | AO3 13
A05 16
Stage 6-7| A06 15

We summarise the proportions presented in Tabie #& following table:

Table 47. Summary of use of the periphrasis in leaer varieties

O ftre/ /atre/ | entrain | en train de AUX
+ + + + + en train + de +
V-Ve | V-Ve INF INF INF
No en train | entrain de| (étre) en train de
Interpretation use | train |entrain| +INF + INF + INF
Basic Variety +
Stage 2 100%
Intermediate variety + 7% 3% 530 3706
Stage 3
Advanced Low
Stage
Stage 4 100%
Advanced Medium
Stage
Stage 5 . 100%
Advanced High
Stage
Stage 6 100%
Very Advanced
Near —Native
Variety
Stage 6-7 100%

The first emergence ofex train de in the earliest stages of the acquisitional pradessin the
pre-basic variety, cannot be examined in this ptojdhe results of our analysis of the
periphrasis indicate that it emerges around thiebastermediate varieties. Furthermore, we can
hypothesise given the results that the total alessehthe periphrasis in the productions by some
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learners might be in favour of the claim thaétr€) en train de does not necessarily appear in
earlier stages of French language acquisition. Tilgmothesis might find some support in the
longitudinal research on emergence of forms in Fg&e Bardovi-Harlig (2000). In fact, we
know for instance from those studies that auxgisemerge later in the acquisition of a L2.

The periphrasis evolves and develops slowly adftsscquisitional stages in a systematic and
organised way, moving from a single entity to a tiplé complex structure. Along with the
development of their chunking abilities, i.e., thigility to distinguish and separate parts of a
speech utterance, the sequence starts to accomemodee elements starting witkerf even
though the base forms are still used. The appearahthe auxiliary is the last step after the
emergence of all the elementsrtrain de and their utterance in an articulate native-like

manner.

At earlier stages, specifically, in the basic vigrim the beginning of L2 acquisition, learners
attempt the main element of the periphrasiairf) putting it before a base form. In fact, the
periphrasis emerges as a non-analysed sequen@ppiesrs as a rote form (Bartning & Forsberg
2006; Wray 2002), where only the main elemeain is exploited. At the stage immedictely
following the basic variety (i.e., intermediate iety), the learners start building up hypotheses
on the composition of the sequence. This stageng productive as many attempts at analysing
the sequence are made, and consequently, the gasiphs uttered differently by the same
informants and by different ones. Indeed, the seceiés most fluctuating and unsystematic use
is observed within the productions of one informantl across learners. Additionally instances
of the use of the non-analysed form followed byaaebform can still be observed at this stage
(54).

(54) A6, Kabaret
Il'y a une dame au théatre.

|&&tragarde.
elle lit le journal et tout.

et un monsieur il est entré.

The learners’ analysis of the sequence starts thehimmediate / adjacent componergs ¢n
the left (See (55)) thedeon the right ((56))
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(55) Al1, Birds
Ily alesgens.
Qui en train danser .

(56) A3, Earthsea
Tante et je sais pas son frére ou bien copinean tte pleurer.

We also observe a native-like use of the periphrasd the first appearance of the auxiliary
(37% of the uses) as in the example below:

(57) A4, Breakfast

Euh la dame on voit la dame.

Elle fait le sport

Et le monsieur la il est en train de faileecrépe.
Et son crépe elle est cramée.

Peut étre il est énervé pour ca.

Beyond the intermediate variety, the use @ «ain de is functional, but up to the near native

variety, the differences in its use are observethermacro, discourse organisation level.

The average number of occurrences of the perighedaseach stage is graphically represented in
Figure 29.

Figure 29. Use of «étre) en train de» at the different acquisitional stages
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The slope shows an idiosyncratic variation of tee af the periphrasis across the acquisitional

stages. This might be due to the limited numbenfoirmants at each stage.
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We also calculated the average proportion of useenftrain de> against the average number of
predicates used to express on-goingness at a giage; we obtained the following results (see
Table 48 below):

Table 48. Use of en train de> across acquisitional stages: statistical interpretéon

Coeff Estimate| St.error t-ratio P-valug 95% Lowe®5% Upper
a| Const | 0.02318| 0.0961953 0.240972 0.82142  -0.243900.2902614
b| x 0.03428 | 0.0204895 1.6729857 0.16965 -0.022609 .0910667

Under the assumption that progression between stegénear (i.e. the difference between
stages is treated to be the same), the trendliegept in the data has the constant 0.14 and the
slope coefficient of 0.034. The T-test for the e wf coefficient indicates the null hypothesis of
constant being equal to zero cannot be rejectethatiard of 5% confidence level with t-ratio of
0.93 corresponding to p-value of 0.39%.

Conversely, the value of the slope coefficient @80is statistically greater than zero with t-ratio
of 2.48 with p-value of 5% and 95% confidence i&biof -0.002 to 0.17. When estimated under
the assumption of constant equal to zero.

The slope coefficient estimate is 0.11.

Interpretation: For the basic case with constanteroetween stages changes the proportion of

«en train de utilisation by 8.45 percentage point.

Assuming that the constant equals zero, the ma@re &n acquisitional stage to a more advanced

adjacent one increases thendrain de frequency by 11 percentage points.

It is worth clarifying here that if the same anaysare conducted on the data with consideration
to only the informants’ period of residence, in the groups separately, we obtain different
results, displayed in the following figures andl¢sb
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Figure 30. Period of residence and proportion of ta marked form in L-educated speakers’ retellings
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Table 49. Use of en train de> and duration of residence: statistical interpretaton

Coeff Estimate| St.error t-ratio P-value 95% Lowe©5% Upper
a Const | 0.27198| 0.2066745 1.3159643 0.21495 -011829 0.7268639
b X 0.02428 | 0.0260385 0.9324766 0.37111  -0.03303 0813908

The figure shows that the period of residence snEe does not correlate with a higher use of
«en train de. Actually, the period of residence does not necédgsanply greater exposure to
the language and input, which would favour a fasteuisition and use of the sequence. Indeed,
A8 who had lived 4 years in France at the timehefitecording does not use the sequence at all
in her speech. Her exposure to the language, aogotd the questionnaire was indeed very
limited as she spent most of her time at home iMa@bic speaking family and environment.
These results are not surprising, as it is a taat most of our informants were not likely to be
exposed to a great amount of language input gitieir professional and personal contexts.
However, there is a correlation between the pedbdesidence of H-educated informants in
France and the proportion e&n train de in their speech as evidenced by the ascendingrline
Figure 31 and the statistical analysis presentdabie 50 below.
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Figure 31. Period of residence and proportion of te marked form in H-educated speakers’ retellings
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Table 50. Regression calculations of the proportianof «en train de» in H-educated FrL2 speech

Coeff Estimate| St.error t-ratio P-value 95% LoweB5% Upper
a Const | 0.29667| 0.2080959 1.4256413 0.22711  -09810| 0.874437
b X 0.0706 0.0534341 1.3211923 0.25695 -0.07776 189236

Under the assumption that progression between stasgénear (i.e., the difference between
stages is treated to be the same), the trendirseqrén the data has the constant 0.29 and the
slope coefficient of 0.07. The t-test for the valube values of coefficient indicates the null
hypothesis of contant being equal to zero cannaoejeeted at standard of 5% confidence level
with t-ratio of 1.42 corresponding to p-value oP22

The value of the slope coefficient of 0.07 is ntatistically greater than zero with t-ratio of 1.32
with p-value of 5% and 95% confidence interval@b7 to 0.21.

In the following section, we would like to invesdig the types of lexical contents selected with
the use of the marked versus the unmarked fornexpoess the progressive aspect in TAL1,
FrL1 and in FrL2. In fact, any investigation of thegressive aspect and its expression should
also take into account the lexical aspect as detraied by different studies (e.g., Bardovi-

258



Harlig 2008; Bardovi-Harlig & Reynolds 1995).

3.2.1.2. Types of situations, lexical contents ange ofga:’'id and of «en train

de»

As mentioned before, Leclercq (2007) shows in haiysthat aspectual marking is for device of
expressingSim Aspectual marking, as her analyses show, involyeenmatical as well as
lexical marking. Furthermore, we believe that agpaEccontrast or juxtaposition of lexical
contents is also a means of expresSig We therefore investigate lexical contents employe

in solving the verbal task of retelling simultaneavents. Our objective is twofold: to examine
whether the selection of lexical contents affelsesrheans chosen to express on-goingness and to

investigate how lexical aspect is used to exp&ss

We base our analyses of lexical aspect on the-tHass categorisation of Klein (1994) (0-State,
1-State and 2-State lexical contents). By so doimg,would like to see whether there is any
correlation between the use q&:id and of «en train de in Tunisian Arabic and French
respectively, and the type of verb and lexical enhused. In other words, we aim at checking
whether in usingja:’id or «en train de in the retellings of TAL1 and FrL1 or FrL2 respeely,

the type of lexical contents guides and constréhaschoices of the speakers to use the marked

form rather than any other available option.
3.2.1.2.1. TAL1

The lexical contents selected with the four mosdusonstructions are analysed and displayed in
Table 51 (the percentage of the lexical contenécsetl with each form is calculated). We
examined whether there was a relation of dependéeteeen the type of lexical content

selected and the use of one construction or ther.oth
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Table 51. Lexical contents and the four forms in TA1

0S 1S 2S Total (100%))
n= % n= % n= % n=

PV +fi 0 0% | 69 62% 42 38% 111

PV 0 0% | 77 93% 6 7% 83

ga:id + PV 0 0% | 54 76% 17 24% 71

ga'id+ PV +fi | O 0% | 23 43% 30 57% 53

Total 0 0% | 223 70% 95 30% 318

The lexical contents generally selected with a msgjve aspectual value are of two types:
Predicates which present only one TT contrast,ateSexical contents (1S); called “activities”
in other theoretical frameworks, and predicates pin@sent two TT contrasts implying a change
from a source state to a target state (2S). Tallesfows that the progressive aspect is
predominantly expressed by means of 1S lexicalerust i.e. with activity verbs (70% of lexical
contents). In fact, the frequencies and rates efs®w that PV (prefixed verb) forms expressing
on-goingness tend to select almost only 1S cont@®8%). The 2S contents selected for the
same form are very limited in number and represait 7% of the total PVs used to express the
progressive value. These 2S contents used witmRWagressive contexts have the particularity
of invoving a transitive verb that needs an indirebject complement, like in example (58)
below:

(58) yi-ddakkak ‘'a-l muméig
PS3M-annoy on-the actress
He is annoying the actress)
We notice that the presence of the markgsid andfi allows expressing on-goingness when
the verbs chosen present two state contents. kr todest the null hypothesis of independence
between the type of lexical content and the aspéotarkema:’id, we did a standarg test (see
Table 52 below).

Our null hypothesis (k) postulates that there is no significant relatiopsbetween the
occurrences of the preverbal marlkga:’id and type of lexical content. We examined the
difference between the observed and the expectmudéncies of each predicate form (with
ga:’id and predicate forms withogg:’id) with 1S and 2S lexical contents.
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Table 52. Role of lexical content in the use gfa:’id in TAL1

Observed frequencies Expected frequencies
1S 2S Raw total 1S 2S
Progressive predicate S146 48 194 136.04 57 96
withoutqa:'id '
Progressive predicate
with o 577 47 124 86.96 37.04
Column total 223 95 318 2= 0012%

Our calculated value of chi square is 0.012%. didates that there is less than 5% probability
that the relationship we have stated is randoms 8Hows us to reject the null hypothesis of

independence at the standard 5% significance level.

We furthermore tested the hypothesig)@f independence between the predicate form chasen t
express the progressive and the type of lexicatexdrchosen in a proposition (see Table 53).
We focused on the four constructions as above® Was also conductedith each of the four

predicate forms listed in the following table:

Table 53. Role of lexical content in the choice ebnstructions in TAL1

Observed frequencies Expected frequencies
1S 2S Raw total 1S 2S
PV +fi 69 42 111 77.84 33.16
PV 77 6 83 58.20 24.80
ga:'id + PV 54 17 71 46.79 21.21
ga:id + PV +fi | 23 30 53 37.17 15.83
Columntotal | 223 95 318 X'=253

Ho is yet again strongly rejected given ffi@alue obtained.

In conclusion, we postulate that on-goingness i TAas more affinities with lexical contents
which present an activity (1S contents). The PMrfalone used with 1S contents expresses
unambiguously the progressive aspect, unless @kplinarked otherwise by an adverbial for
example, or employed to narrate bounded eventdcdlegontents, which present a source state
and a target state however, employed with PV fdake a different aspectual value, for e.g., the

imperfective value, and in our data, it takes takig of the narrative present (59)).
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(59) A13, Kabaret

a. n-shu:f-u: mra .
PP1l1-see-PP1 woman
We see a woman

b. Taqgra fi()jari:da .
PS3F-read PRG-the-newspaper
She is reading the newspaper

C. w rajil  yo-dxol
And man PS3M-enter
A man enters

d. Yo-g'od hée-ha
PS3M-sit near-her
He sits close to her

In (59) b.Taqgra fi-(j)-jari:da (she is reading the newspaper) expresses the psdggeaspect
while c. and d. contain punctual 2-S verbs whichade bounded events in a sequence.

3.2.1.2.2. FrL.1

We investigated the lexical contents that werecseteby FrL1 informants in each group. We
were especially interested in those with the markeah train de) and unmarkedpfésent de
I'indicatif) forms to construe the main situations of the glirfthat is why the numbers here are
different from those in the general frequenciesdekd, proportions presented in Table 43
concern all propositions expressing on-goingnessreds the following frequencies (see Table
54) deal only with the propositions that retell thain simultaneous situations presented in the
videos S1 and S2.
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Table 54. Lexical contents in FrL1

Marked form Unmarked form

1S 2S 1S 2S
H-educated 26 14 16 10
L-educated 4 7 32 8
¥ 30 21 48 18

The results allow us to make the following obseorat about the linguistic forms expressing on-
goingness in relation to the inherent temporal priogs of lexical contents. Firstly, both forms
can be used with 1S dynamic contents or 2S cont&atsondly, thegrésent de l'indicatifin
French is more employed with 1S dynamic conterds thith predicates presenting a change of

state. (See examples (60) and (61))

(60) F1, Earthsea
La jeune fille_chante.

(61) F4, Birds

Il'y a une petite fille qui dansgne petite pré ado avec un guitariste
Thirdly, the periphrasigen train de can be used with homogeneous dynamic lexicakobias
well as with predicates presenting a change oé g&28). Finally, 0S contents are not selected at

all.

We now examine the lexical contents and the forhwsen by FrL2 informants to express on-

goingness.
3.2.1.2.3. FrL.2

We list in the following table the percentages loé tifferent lexical contents with each form.
The rates of use afen train de by L-educated speakers also include its occurreases non-
analysed sequence. These non-analysed occurrerneesll eemployed with verbal contents

presenting one TT contrast (1S).
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Table 55. Lexical contents in FrL2

Type of content H-educated L-educated
1S 63% 70%
Marked form 2S 37% 30%
1S 83% 88%
Unmarked form 2S 17% 12%
1S 0% 88%
Base form 2S 0% 12%

The percentages reveal striking similarities betwie two groups of L2 learners in the choices
of lexical contents. In fact, most of the two fotrascurrences are with 1S verbs, showing clear
affinities between the progressive and dynamicvaies. We also observe more 2S contents

with the marked form than with the unmarked one.f@/eulate the following hypothesis:

Given that theprésent de lindicatif is not a marked form for conveying on-goingness,
the choice of the 1S contents is a less ambiguopsiom to the speaker when the
unmarked form is selected. This is due to the horapgity and durativity of those
contents, which are compatible with the conceptarf-goingness. Conversely, when 2S
verbs are applied, the marked form is unambiguonghe sense that it dilates a temporal
interval to accommodate on-goingness meaning toabvpresenting two boundaries,

one source state and one target state.

A comparison with FrL1 speakers’ choices of lexicahtents reveals remarkable similarities as

Figure 32 below shows:
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Figure 32. Comparison of FrL1 and FrL2 lexical conents
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FrL2 learners, just like French native speakers, mere the marked form than the unmarked
form with lexical contents presenting two boundsri@ source state and a target state.
Nevertheless, the percentages of the use of 28alezontents are always higher among native

speakers than among learners.
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Figure 33. TAL1 lexical contents
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When we confront these results with TAL1 findingg hypothesis above is supported. In fact,
2S lexical contents are more frequent when on-gusg markers are used. The post verbal
markerfi is more employed with this type of verbs than pheverbal marker. We have already
noted the stable characterfofi.e., the necessity of its presence with objechglements). The
highest frequency of 2S verbs is with the wholepgbeases with the preverbal and postverbal
markers.

As we can see, the investigation of the types micé contents reveals striking similarities
between the three corpora: TAL1, FrL1 and FrL2. SEheoncerns the choice of the lexical
content with relation to the forms. We have fouhdttthe unmarked forms in both native
languages and learner varieties goes most of the with dynamic contents, which we label
after Klein’s framework 1S contents. 2S contentadner, occur, but there is evidence that they
are more frequent with marked formsfktrain de in FrL1 andqga:id andfi in TAL1.) The
likeness observed in the lexical choices by thedlgroups of languages is striking. We therefore
hypothesise that the type of languages we haveepresmilarities as to the expression of on-

goingness. These similarities have to do with tistridution of the unmarked forms and the
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marked forms concerning the choice of lexical cotgeised.
3.2.1.2.4 Lexical contents in relation with the vidos’ situations:

For a more refined investigation of lexical aspeets studied in details the lexical contents
selected with th@a:’id and en train de forms to retell each situation from the videos,a8
S2. As a reminder, we summarise in Table 56 bel@wmain properties of the situations shown

in the videos based on Table 15 above.

Table 56. Properties of the situations involved ithe eight videos

S1 S2 affects
Sl no inferred S2 S2 S2 the S2 puts
visible left- . i an end
. end bounded | iterative | course of
boundaries bounded to S1
result S1
Breakfas + + - - - - -
Birds + - + - - - -
Earthsea + - + - - - -
Kabare! + - - + - + +
Wakeup + - - + - + +
Soup + - - + + + -
Salmor - + - + + - -
Fire + - - + - - -

We examined the situations for which the marggarid and <«n train de were used in the
retellings. We present in the following sectionedailed analysis for each video. As we will see,

the lexical contents selected are influenced byptioperties of situations involved in the videos.
3.2.1.2.4.1. Videos showing perfect simultaneitfdreakfast Birds and Earthsea

The choices made iBreakfastretellings are quite comparable as to the usbehtarked forms

to construe S1 and S2 as Figure 34 shows. The théokms are employed both with 2S and 1S
lexical contents. The graph rather shows the imp&dhe visual stimulus on the speakers’

choices. In fact, S1 of the video has an inferaiple result that explains the exclusive use of 2S
contents presenting a change of state (henceimjearboundary to the event). S2, however, is
homogeneous and durative, and the selection ofat®eits was clearly favoured in all the

retellings.
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Figure 34. Selection of lexical contents with the artked forms in Breakfastretellings
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What is interesting however, is that none of thenEh native speakers useen«rain de to

construe the sub-events of S1 [putting batter in, passing pancake, etc] while in FrL2, we
notice the existence of some occurrences. The lpass plays a role in structuring the
discourse and it is rather used to construe a matwbalising event. The following example is

an illustration of the learner’s use oén«train de to describe sub-events:

(62) AO5, Breakfast

Donc on voit le méme jeune homme de tout a I'n@ireinutes apres
Qui s' est reveillé

En train depréparer une crépe

Et sa mamaenfin la dame qui a essaye de le réveiller totih@ure
En train defaire des exercices

Et le film alterne entre

Lui en train defaire de préparer sa crépe

Donc il esten train dela retournet

On dirait.

De la faire tourner dans I' air

De la remettre dans le poéle

La et la dame qui continue

A faire ses exercices tranquillement sur une m@siqupeu ringarde

While this use is not at all found in native speexhsub-events are generally construed with the
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simple form présent de la narration sub-events in TAL1 are possibly told by meanghef
preverbal markega:’id. We might think here of a case of overgeneralisheguse of en train
de» assimilated to the TAL1's distribution of the madkdorm. Given the very limited
occurrences, we cannot generalise such a clairhisnproject. It remains though a very good

avenue for further research.

Birds' retellings as represented in the graph below skomie divergence in the choices of the
speakers. FrL1 speakers choosn ¢rain de exclusively for S1 with dynamic 1S lexical
contents. We suppose therefore, that left-boundadt®ns do not trigger the use ofnctrain
de» in French native speech. Tunisian speakers howekiegse the marked form to account also
for S2. We observe in addition to that the occureeof «n train de in some FrL2 retellings to
construe S2.

Figure 35. Selection of lexical contents with the arked forms in Birds retellings
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The comparability of FrL1 and FrLEarthsearetellings regarding the selection of lexical
contents with the marked forms is striking. Agatan train de andga:’'id are used more with
the unbounded durative situation which is S1 ofvildeo (see Figure 36).
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Figure 36. Selection of lexical contents with the arked forms in Earthsearetellings
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We notice that the choice of the marked form andhef lexical content are related to the
situations involved in the videos. The ones whidespnt an inferable boundary (S1 in
Breakfas} are construed with 2S contents combined witmtlaeked form. We examine also that
situations which have a visible onset do not trighe use of the marked forms. We examine in
the following the choices made for the second tyf@im inclusion.

3.2.1.2.4.2. Videos showing inclusiofikabaret Wakeup Fire, Salmonand Soup

In the retellings of all these videos, the markednis are selected to construe the situation
conceptualised as durative and which operatesfessree to the bounded situations making up
the second situation of the videos. The choicéefléxical content depends on the properties of
the situations.

In Kabaretretellings we note a difference between the natpeakers’ and the learners’ use of
the marked forms. These latter only construe Sthefvideo, while FrL2 learners also apply it
for S2 bounded events.
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Figure 37. Selection of lexical contents with the atked forms in Kabaretretellings
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In Wakeupretellings, the marked forms are employed excklgiin FrL1 and FrL2 for S1. What
is striking is that in TAL1, there is a massivefprence for using the active participle to account
for the same situation [to be asleep]. We haveeatqbove that the nature of the marker (as

indicating static posture) necessitates a dynaMiartl not one evoking a static position.
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Figure 38. Selection of lexical contents with the artked forms in Wakeupretellings
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In Fire retellings, the marked forms are used more foth&h for S2 of the video.

Figure 39. Selection of lexical contents with the arked forms in Fire retellings
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In Salmonretellings, there is a clear preference for 23chldxcontents for the S1 of the video.

This finding is quite comparable to tiBreakfastretellings where S1 is of the same nature [a
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man cooking a meal]. We also have similar obsemmaticoncerning the construction of sub-
event by means ofex train de by FrL2 learners, which is not observed in Frenelive
speech. We also notice the useafid in TAL1 Salmonretellings.

Figure 40. Selection of lexical contents with the arked forms in Salmonretellings
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In Soup,«en train de andga:’id are preferably used for S1 construal, [a man ghtin addition
there is an equal preference for 1S or 2S predidatdescribe it.
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Figure 41. Selection of lexical contents with the arked forms in Soupretellings
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After examining the lexical contents, we can codeluthat their selection is very much
influenced by the videos’ situations. We noticerafgrence of the marked forner train de
with 2S contents when situations present a boundaugthermore, 1S contents are generally

selected to construe the events showing a homogsrimamic activity.

3.2.1.3. Conclusions on the first part of Sectiorwo

Examining the devices used to express on-goingaes$ise propositional level as well as the
lexical contents selected with them provides uskfidrmation. We already know that in TAL1
as well as in FrL1, many forms compete to expriaas & situation in the observed world is on-
going. While FrL1 has two very often used formssi@ple form,présent de l'indicatifand a
marked form, en train de), TAL1 has four possible devices or constructiofisese are the
simple form (prefixed verb form abbreviated as PRY, preceded with the markeg:’id, PV
followed by the markefi, or PV both preceded bya:'id and followed byfi. While fi is a
grammaticalised form, i.e., used very systematidallexpress that an event is on-goigg;’id
shows less systematicity. Therefore, the FrL2 lesarinave two markers of on-goingness in their

mother tongue, and only one marked form availabléhe L2. We have seen that our learners
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overgeneralise the use oénc<train de, applying it more frequently than native speakefrs o
French do.

To examine the role of these devices in the exjmesd the simultaneity of situations with more
depth, we widen the scope of the investigation take into account the general discourse into
which they are employed. By so doing, we aim ath@rang how the different on-goingness
devices are employed, how simultaneous situatioasanstrued with the different forms and
how the temporal relation between them is artiedlah the large context of the discourse. This
is the scope of section 2 that follows.

3.2.2. Marked and unmarked forms beyond the proposion level in

discourse

3.2.2.0. Introduction

We start this wider scope analysis with an invesiign of the structures with which forms
expressing on-goingness are employed. In each eoflahguages studied, several means are
available to verbalise a particular event as omgat a certain reference time. Among these
devices, some exclusively express this aspectuaé\an-goingness) while others can express
other aspectual values in different contexts. Walg our observations of the behaviour of
different forms, we notice that they are used d#if¢ly in dissimilar contexts. More specifically,
in order to disambiguate unmarked forms, PV, prigsent de l'indicatifin TAL1 and French
respectively, some devices help specify the evert single occurrence in discourse (i.e., as on-

going at a certain reference time).

We aim in the following section to investigate theans we call “specification devices” in each
of our languages.
3.2.2.1. Specifying events as single occurrencesdbf Specification means

Specification means are the devices we found indata and which helped clarify that the
utterance refers to an event, which is happening asgle occurrence. For TAL1, FrL1 and
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FrL2, these devices were classifiable into simimoad categories: they are presentatives,
demonstratives, adverbials, spatial means and dtkeursive means to introduce the retelling or
establish its ‘orientation’ (Labov 2003). Some ¢fese specification means, such as the
presentatives, play other roles in the discourmeinstance, introducing the protagonists. Here is

a description of each category:
a. Presentatives

Presentatives are constructions used to play at te@ roles in retelling / narrative discourse:
the first role is to specify the situation talketloat, and the second one is to introduce
protagonists (Leclercq 2009). These include dejmtésentatives such a®st(it is), il y a (there

is / are) in French and perception verbs suctoarsand entendre Unlike deictic presentatives,
which directly point out to the situation talkedoalh, perception verbs take the speaker (narrator)

as a reference or perception point.
b. Anaphoric demonstratives to the shared viewed gty

Demonstratives point out to the situation / scesi@ avhole, or to the protagonists, as Tis
girl is singind'. Therefore, just like presentatives they can plafernt discursive functions,

among which the introduction of the protagonists.
c. Spatial adverbials

Spatial adverbials such as ‘on the left / righ# aeference devices that link one event with
another, specifying an event as related to the dapie time as the preceding one. They also
serve to establish a spatial relationship betwkeriwo protagonists in the retelling and therefore

a simultaneity relation between the events thatarkalised.
d. Temporal adverbials

The most frequently used temporal adverbials taipa situation are those that specify the
‘here’ and ‘now’. In other words, they specify adlie origo for the utterance in particular and

the discourse as a whole.
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e. Discourse introductory devices

In most cases, specification devices are situatddnathe proposition where the form is or in an
adjacent context. Some devices that help to orgahis discourse as a whole are also found to
specify the single occurrence of a situation. Amdhgse devices, we have the recurrent

construction “in this scene...” by many speakerqimthree sets of retellings.

Given the multiplicity of roles played by these sifieation devices, and the fact that they do not
only specify situations as single occurrencesalsd play a general structuring role in discourse,
we hypothesise, based on our observations conggtimntypes of retellings and the informants’
general retelling abilities, that these deviced W more exploited by H-educated informants
than L-educated ones. The results of our investigatare outlined for each native language and

learner variety in what follows.
3.2.2.1.1. TAL1

We examine the context of occurrence of each ofTihkel four forms described before: PV,
«ga:'id + PV», «PV Hi» and ga:’id + PV +fi». We seek to reach an understanding of what
triggers the use of each one of them by examiniegSpecification devices. In fact, as said
earlier, the PV can be ambiguous; it can expregsnaric, imperfective or habitual value. The
proportions of the different means found to spedtig single occurrence of situations and

prevent a generic reading are displayed in thevioiig table:

Table 57. Specification means with the forms witlga:’id and with fi

Specification means PV| «qa:id + PV» | «PV +fi» | «a:'id + PV +fi»
Presentative constructions 23 | 11 16 14
Demonstratives 3 |1

Spatial adverbials 3 2 2

Perception verbsshef, ra =he saw)| 7 11 17

Discourse introductory devices 10 | 9 8 8

z 46 | 34 47 32

These means play many roles in the discourse; matlyem introduce the protagonists of the

stories retold, eg, presentatives, perception yeldsonstratives and spatial adverbials.
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- PresentativesThey are the most frequently used introductoryices/by TAL1 informants.

The most frequent presentative construction cosatthie presentativiamma produced also as

t "ammaby some informantssfammaandt "ammacorrespond in translation to ‘there is’ or ‘there

are’. T"ammais a word retained from the standard Arabic; Bachmablends together’amma

and the prepositiofi (in). The wordfammais unique to TAL1, its equivalent in other spoken
Arabic languages would be different, didy in Egyptian Arabic which is composed df + the

3 person sing. Masc. suffix —h, corresponding imgfation to either ‘there is’, ‘there are’ or to
the indefinite articlea, ari’ (Mitchell 1962, p.56). Some other presentativascmless frequent
famma are keyin and jeybi:n functioning just likefamma Ka:yin is the active participle
masculine singular of the auxiliakka:n (ka:n is translatable into ‘he was’Ka:yin can be
literally translated into ‘it exists’, or ‘it is eéstent’ (example (63)). As fgeybi:n, it is the active
participle masculine plural of the vejbb (he brought). This AP acts like a presentative, it
literal meaning is “they are bringing up...” and @&pproximate meaning here can be ‘they are

showing...’

(63) A5, Breakfast
Ka:yin wehid fi-l ku:ji:na
ka:n&AP&PS3M one in-the kitchen
There is someone in the kitchen
- Verbs of perceptionthe most frequent in TAL1 data askefor ra translatable into ‘he saw’.

We also findshbah, another synonym of the same verbs in some regibhanisia.

- Discourse introductory devicealso introduce the situation or the whole nareativliscourse.

It sets up the orientation of the retelling. Belisvan example of discourse introductory devices:

(64) AO5,Birds

fi-I-lagta hed! n-shu:f-u:  tofla.
In-the-scene this PP1l-see-PP1 girl
In this scene, we see a girl

ga:'da.
Sit&AP&PS3M
sitting down
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mittikkya .
lie& AP&PS3M
Lying down

ha;tta yidd-ha ‘ala xadd-ha.
Put&AP&PS3M hand-her on cheek-her
Putting her hand on her cheek

ga:lga shwayya .
fed-up&AP&PS3M a-little
She is fed up a little bit

W wehid bi-jnab-ha rasta .
And one on-side-her rasta
And a rasta man on her side

‘and-u gitar .
have-PS3M guitar
He has a guitar

W ga:id vyi-l'ab muzi:ka reggae apparemment.

And PRG PS3M-play music reggae apparently

And he is apparently playing reggae music
In this extract, the speaker focuses the situatiith the introductory devicefillagta hed 1’ (in
this scene). This device frames the retellingsaba@e and within this frame, the introduction of
the first, then the second protagonist, is mada wie perception vermshu:fu! (we see). This
perception verb opens a frame of reference for lpotlagonists (we see a girl.... and a rasta

man...).

The instances of the four forms without any folmn devices were also counted. The results

are displayed in Table 58.

279



Table 58. Proportion of the four forms used with ncexplicit specification devices

«ga:id + PV +

PV «ga.'id + PV» «PV +fi» fi
% no spec 39% 45% 43% 37%
% spec 61% 55% 57% 63%

Percentages of the instances when no specificdgoices were employed reveal that the four

forms more or less go with with specification degcto the same degree. Contrary to our

expectations, PV, the form that can be ambiguduees almost the same characteristics as the

other forms containing on-goingness markers. Thisvs that the use of specification devices is

not a discriminatory criterion that helps us untierd the distribution of every form. A more

detailed analysis of the specification devices hg two groups H-educated and L-educated

informants with each of the four forms is providedwhat follows (see Figure 42, Figure 43,

Figure 44 and Figure 45 below).

Figure 42. The use of specification devices withV
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Notes: spec = presence of specification devicesspec = absence of specification devices

The figure shows that all H-educated informantsepkcAO1 use PV automatically with the

specification devices explained above. A01, howesemploys the form very rarely, and we will
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see that she generally favours forms containingangness markers. PV with no specification

devices in the adjacent context is more common gnheeducated informants.

Figure 43. The use of specification devices withga:'id + PV»
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As for the distribution of ga:'id + PV» form, the graph shows that when the preverizaker
precedes PV, there is less necessity to specifyptbposition with further devices among L-
educated and H-educated speakers alike. This rexgbiain why most informants chose one
option or the other in their retellings. For marfytbkem (e.g., A01, A9 and Al) the instances
with no focalising means are more frequent. Figitdelow shows results of «<PVfi. We see
that while H-educated informants specify their msipions with other means, L-educated

informants tend to leave their propositions undesgtin most cases.
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Figure 44. The use of specification devices witlP¥ + fi»
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Last, with «a:’id + PV +fi», which is the construction that contains a preaemarker and a
post-verbal marker of on-goingness, the informaltsiot make different choices than with the

other forms.

Figure 45. The use of specification devices withga:'id + PV + fi»
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Informants in both groups can use the periphrasike presence of further specification devices
or not. H-educated however show more systematidityfact, AO2 does not at all exploit
specification devices with this periphrasis, AOXes both styles and all the others in this group

use the specification means.
3.2.2.1.2. FrL1

We formulate for FrL1 our early hypothesis: Givendegree of grammaticalisation, the marked
form «en train de expresses the on-goingness of a situation withemdurse to further means to
specify it. The unmarked form, however, is ambigjaas the simple present can convey other
perspectives taken to view a situation. In factam convey the habituality of an evehbus les
jours je me leve a dix heures a generic reading like ibe dromadaire vit dans le désewe
postulate that in order to present a situationmagang or in progress, the simple present resorts
to some devices, which help anchor the situationmagoing. It has therefore recourse to some
other linguistic devices that disambiguate its agga value. The means found to specify that a

situation is in progress are displayed in Table 59.

Table 59. Specification means used witken train de> and the présent de I'indicatif

Présent de
«en train de» l'indicatif
n= % n= %
Perception verbs: "Je vois..., on voit..." 21 38% 14 20%
The deictic presentative "lly a ..." 16 29% 7 10%
Temporal adverbials 8 15% 13 19%
Use of demonstratives "ce..., cette..." 5 9% 4 6%
Discourse introductory devices 2 4% 6 9%
The deictic presentative "c'est ..." 1 2% 1 1%
Spatial adverbials 0 0% 2 3%
No specification 2 4% 23 33%
Total 55 100% | 70 100%

We give examples of each of the categories thedigaiss the specification devices used with

the marked and unmarked forms.

- Presentatives:many types of presentatives were found in our Frétkllings: the deictic
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presentatives’est(65) andil y a, and perception verbs, suchwasr (to see)entendreto hear),
comprendrgto understand) (66).

(65) FO1, Soup

C'esf un mec.

Qui est«en train de regarder un match de tennis.

Et quien méme tempgui mange il mange sa soupe avec beaucoup de bruit

(66) FO4, Breakfast

Doncdans cette scenen retrouve les le garcon et la vieille dame det & I'heure.
Dong laily ale garcon qui a le crane raseé.

Enfin qui est chauve.

Il est «en train de faire des crépes ou des pancakes.

(67) FO2, Kabaret

Alors cette scénse passe dans un théatre.

En fait c’est la captation d’'une piéce de théatre.
Puisque _on voila scene.

Et on apercoiles spectateurs de dos.

Et on entendeurs réactions leurs rires leurs applaudissements
A ce qu'ils sont en train de regarder.

Et donc au début de I'extrait il y a un acteur saéne.
Qui est une actrice.

Elle est assise sur une chaise dans un décor agsez
Et elle est en train de lire le journal.

Et un autre acteur arrive sur scéne.

Et son personnage est celui de quelqu'un d'ivre.
Qui tient une bouteille d’alcool presque vide anain.
Qui est un peu clochard.

Ses vétements sont sales.

Il a une barbe d'un aspect pas trés engageant.

On va dire.

Et donc_on pensassister a une scene de drague.
Puisque quand il 'apercoit assise.

En train de lire le journal.

Il se dirige vers elle.

Et on pense.

3 As many specifying means are used together indikeourse, those that are being currently analysed
underlined. The others of different nature contiiitgito play the same role are in bold font.
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Qu’il a envie de la draguer.

The extract of the retelling put under example (6dMtains many perception verbs. The latter
show that, unlike the deictic presentatives, whdalectly point out the situation talked about,

perception verbs take the speaker (narrator) afesence or perception point.

- Anaphora and demonstrativesn example (66) and (67), the speakers pointloeisttuation as
a whole to specify it as a single occurrence. Aangple of demonstratives that point out the

protagonists as well as to specify the single 8ands given in (68).

(68) F2, Earthsea
Alors cette petite jeune femme chante.
- Spatial adverbialsithe example (69) is provided to illustrate thetsphaeferences found in

FrL1 retellings

(69) FO2, Birds

Donc dans cette scena voitdeux personnages un musicien rasta

Qui est«en train de jouer de la guitare électrique un air assez entaainoui un air

peut étre du reggae.

Cay ressemble en tout cas

Et un musicien noir rasta et a c6té deilyi a une petite fille

Qui avec une jupe et un collier d'inspiration tadne qui danse.
In this extract, the second protagonist petite fillds introduced with the presentativg a and
also by means of the spatial refereacedté de luiestablishing a parallelism between the event
danserand jouer de la guitare related to P1, the protagonist performing 81coté de lui
specifies therefore the situati@anserand helps to disambiguate the aspectual value ef th

simple present.

- Temporal adverbialsla* is employed with 9% of the propositions containiemn train de

4 La can also be considered as a spatial referenceeyimg a deicticorigo of the here and now. However, we
consider the temporal meaning as more prominetitdarretellings, afa marks the TT related to one video retelling
as simultaneous to the TU. It also distinguishestiime of retelling of one video from the othertie course of
retelling. Indeed the videos were presented orex #fe other, while the space (here) remains cofdtee TT for
each retelling changes and speakerdai$eow) to put the emphasis on the video retold @réain time of the data
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and 10% with those containing the unmarked formoAgithe other adverbials used to specify a
situation argpendant queau fur et & mesurgandis queanden méme temp3hese adverbials
link a proposition to another one in the discowsdch is already specified by other means such

as the perception verbs or presentatives.

- Discourse introductory devicesamong these organisational devises, we find intctoly

sentences such agd'se passe ’,.“ ¢ca se dérouleas illustrated by the examples below:

(70) FO5, Birds
Ca se passdans la rue

un guitariste black joue de la guitare un morceaureggae
Juste a co6té de luse tient une femme

qui porte un collier de fleurs

et qui danse.

Table 59 above gives an overview of all the meaxglaged. It shows that the devices
specifying that a situation is in progress arephesentativel y a and perception verbs. It also
shows that the devices examined specifiying theasdns occur with both the marked and the
unmarked forms. Propositions with no specificati@vices were also counted. Surprisingly, the
use of the simple present without any specificatitmvices is higher than the propositions
containing the progressive marker without such sz The following graph shows that most of
the propositions contain specification devices.eehof all the informants emplor train de
without recourse to any such devices: 1 H-educatedl2 L-educated informants. Among them,
only one in the L-educated group uses ¢rain de exclusively with no specification devices.
According to the retellings of these three infortsaren train de can, alone, signal that a

particular event is a specific occurrence and ithaton-going at a certain reference time.

recording.
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Figure 46. The use of specification devicesgith «en train de>

FrL1 - 'en train de'

FO1 K2 103 FO4 KOS Fl1 F2 F3 F4

=
th

K6

BSpec EBENo spec

Notes: FOB FO05 H-educated, F2F6 L-educated / Spec: presence of specificatioicdsV No Spec: no

specification devices.

When we look at the use @iésent de l'indicatifoy each of the informants in both groups
(Figure 47), we notice the simple form without dfieation devices is more common among the
L-educated group. When we compare Figure 46 anar&igj7, we observe individual variations,
which characterise the productions of the inforrmafRbr example, FO1, FO2 and F04 in the H-

educated group systematically apply specificatieviaks.
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Figure 47. The use of specification devices wigrésent de I'indicatif

FrL1- Présent de l'indicatif

F0l FO02 FO3 F04 FO5 F1 F2 F3 F4 F5 Fo6

OSpec EBENospec

Moreover, all the on-going situations in the retgls of F1 with either «en train de» or the

simple form contain no further specification degice

In what follows, we examine the specification degigpresent in the learners’ productions and

which focalise the events described as a singlaroeace.

3.2.2.1.3. FrL.2

The different specification devices are classiedfollows according the the frequency of their

use by all FrL2 learners:
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Figure 48. Specification devices used by FrL2 leaats

Demonstratives
Temporal adverbials
Spatial adverbials
Presentative "c'est ..."

Discourseintroductory devices

Presentative "Il ya.."

Perception verbs

- Perception verbis They are the most frequent means by both L-eddcatel H-educated
speakers with the marked form. In most cases, ¢newoir (to see) is used. In some others (2
propositions), it is the verkegarder. In the following example (71), the speaker coatugir

with regarder.

(71) A1, Earthsea

/Ze &rgarde/ petite fille.
Qui /&chante/.

Et un garcon.

Qui /&pler].

b. Presentativesthey are very frequently used by L-educated spesakand much less by H-
educated ones. The most recurrent deictic presesddiy both groups isl/ a». C’estis much
less frequent. We note that in the learners’ wvarige notice another verbalisation of this

sequence, which igghal. Here is an example by A5:

(72) A5, Salmon

/&j&@na/ un cuisinier avec le chat.
Et il /&prepare/ le poisson.

Et quand il /&fet/ un autre chose.
Le chat /&pra/ la poisson.

A5 is at the basic variety of acquisition. All tiierbs he uttered are transcribed phonetically as
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they are analysed as base forn@na/, a non-analysed form interpreted alsy«a», serves to
introduce the referentsif monsieuyr «jana un cuisinier avec le chatwhich will be maintained
throughout the retelling withile while the speaker supplies focalised informattout what
happened next using the adverbial of temporal lagalguand>. The focalising role played by
/Jana/in structuring our informant’s retelling corrobtea the observation made by Véronique
(2000; 2009) regarding the use f#na/in Abdelmalek’s speech, one of the Moroccan learner
of French who participated in the ESF project.

c. Temporal adverbiatsthe temporal adverbiallas> is recurrently used by only L-educated

speakers.

d. DemonstrativesL-educated speakers employ demonstratives suglteas» or «cette..».
They imply that the speaker shares with the intetior information about the stimulus and the
protagonists and exploits that information to bdfidir retelling.

e. Discourse introductory deviceg addition to the very commordans cette scene», some
learners usela scéne décrit.» which delimits a referential time span for d&etevents retold

and focalises them as related to the video pregente
f. Spatial adverbialsthey are rare in FrL2 data.

Overall, L-educated speakers less used the spa@iic devices. Examining the specification
devices with base forms is particularly interesteg it allows seeing whether the learners
resorted to other devices signalling the event siagle occurrence in the presence of non-finite
forms. We noticed that in most of the cases (91P®), specification devices were used.
Furthermore, the only devices found are base fayfmhe perceptive verbgoir or regarder
(functioning asvoir).

We present the devices we found in our two grouplearners in Table 60. We investigated
every one of them employed with the marked, andarked forms, and with the base forms.
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Table 60. Specification devices in FrL2 retellings

H-educated L-educated
«en train «présent de | «en train | «présentde| Base
de» I'indicatif » de» I'indicatif » forms

Perception verbs : "Je vois..., on
voit..." 43% 17% 29% 18% 9%
The deictic presentativédl'y a..." 11% 30% 27% 30% 0%
The deictic presentative'est..." 6% 4% 0% 5% 0%
Temporal adverbials 0% 0% 8% 5% 0%
Use of demonstrativegé...
cette..." 0% 0% 6% 0% 0%
Discourse introductory devices 2204 9% 204 8% 0%
Spatial adverbials 5% 0% 0% 204 0%
No specification 13% 39% 29% 32% 91%

In the H-educated group, the specification deviges more frequent withe« train de than
with the présent de lindicatif unlike our hypothesis of disambiguating thisdattlevice. L-
educated speakers employ these devices almostyegithl either form.

Figure 49. Proportions of the use of specificatiodevices with the unmarked form, the marked form,
and base forms.

FrL2 - Specification devices

H-educated | L-educated | H-educated | L-educated | H-educated | L-educated
entrain de présent de l'indicatif Baseforms
Bno spec 13% 29uy 3ty 32% Yo 24%p
Bspec 870% T1% 61% 68% 0% 76%

We conclude that the investigation of what we tsgdecification devices’ is not a discriminating
method for the use of the unmarked or the marked.ftndeed, as Table 61 shows, the selection
of one device or the other is more a matter ofvidldial variation and choice than of a general

tendency among learners.
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Table 61. Learners’ use of specification devicesadividual choices

Stage Perc. llya Dis._ c'est| S.Adv | T.Adv | Dem
Vs devices
A8 |0
2 Al | 8
A5 5
A2 |0 2 1
A3 |0 3 1 1
A4 |1 5
3 A6 |0 8 2 3
A10 | 8 2 1
All |1 4
Al2 | 8 1 2
Al3 | 5 3
4 A7 |0 3 1 1
A9 |7 3 1
5 A0l | 1 3 3
AO4 | 8 7 1
6 A02 | 1 6 2 1
AO03 | 12 2
6-7 AO05 | 9 4 1
A06 | O 5 2 4 3
Tot
al 69 61 17 10 9 6 2

Note: Perc.V: perception verbs / Dis. Devices: disse introductory devices / S.Adv: spatial adwedsbi T.Adv:

Temporal adverbials / Dem: demonstratives

For example, AO1 and AO3 use the two forms withemy specification devices, whereas A02,

A04, A05, A06 apply the devices systematically.tRermore, our findings verify the hypothesis

that the recourse of those devices is linked tootrerall discursive strategies adopted by each

learner. In fact, more advanced speakers draw esetlilevices more in their retellings than

learners in the earlier stages (e.g., A2 and A3).

3.2.2.1.4. Conclusions

The specification devices help specify an evena atngle occurrence, but they are discursive

devices used more to structure the way protagoargtsantroduced, and the whole retelling is
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organised. It is therefore not surprising after fimdings regarding the differences between the
H-educated and L-educated groups to see that Hagsthinformants exploit more specifications

devices than the L-educated ones. Our hypothe#igtiefore confirmed.

For that reason, we conclude that analysing theifsgaion devices gives some interesting
results regarding the marked and unmarked formsveder, they cannot be considered as a

discriminatory tool for analysing the distinctivertexts of their distribution in oral production.

Furthermore, some regularity was observed regardidjvidual variations between the
informants and general tendencies of the two groOps example of this regularity is the almost
systematic recourse of specification devices bydhieated speakers as opposed to L-educated

speakers.

As far as learners’ specification devices are covexd they vary across the acquisitional stages
and become more diversified the more advancecetiraér is. At the earlier stages, the favourite
means are the presentatives, mainly@» as a non-analysed sequence formulated in the basi
variety as /janal/, which plays more than the raésntroducing the protagonists, it plays a

structural role of organising information followirtige topic-focus organisation.

In what follows, we investigate the retellings @haltaneous situations focusing on the role of
the marked and unmarked forms in construing thenreaents included in speech. As such, we
shed more light on the selection by the speaketseo€ore components of each video and what
they include in their retellings, as well as what¢ams they employ to describe the events
included.

3.2.2.2. Events, aspectual styles and linguistic\dees

We have already alluded to the interface of vid#watons / forms when we dealt with the
lexical contents above (in p.267). In this parthed analysis, we are interested in examining the
different choices made by the informants regardivegsituations shown in the stimuli and those

involved in the retellings.
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We distinguish between the text we analyse andliffferent processes that precede its creation.
Indeed, according to Levelt's (1989) blueprintprmder to complete a particular communicative
goal, the speaker activates a conceptual reprégentsm memory and creates a discourse
representation that will generate the text to bedpced. We hypothesise following Von
Stutterheim & Klein (2002, p.80) that our speakaffI AL, FrL1 or FrL2 will make different

choices on the same task regarding the communécatintent of their productions.

«When confronted with a particular subject matted guaestio speakers

of different languages show different preferencamsplerspectivation of

the communicative content. »
The choices that we examine here concern the irdotsh conceptual representations of the
situations presented in the visual stimulus and dhents they choose to verbalise in their
retellings. In other words, we examine the explieference to the core components of our visual
stimuli. We are also interested in what forms asedufor the events represented. Furthermore,
we take into account the degree of granularity witlich informants represent situations, i.e.,

whether they present them wholly or analyse theamsaob-events.

We remind here that, in each video, two situatiarsinvolved and linked together by a relation
of simultaneity. They can or cannot relate to dieaf each other. We identified the core
components of each video and labelled them asd1hg first situation appearing to the viewer
/ informant) and S2, as the second situation, wiscshown next or at the same time as S1. In
Fire, the screen is split in two halves, and the spatigironments of S1 and S2 are both visible
at the same time. While S1 is shown from the sfefephone burning), S2 starts to happen later.
The properties of the situations presented in ea&itdop were displayed in Table 15 above, which

we enrich here for convenience with details of esittiation (see Table 62):
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Table 62. Situations of videos and their properties

D

S1 S2
Breakfast \;oung man preparing pancakes An old lady is exercising
Heterogeneous, Inferable reSLIt% H
omogeneous / no boundary
boundary
Birds A man playing the guitar A young girl stands up and dances
- Homogeneous / no boundary | > Homogeneous / visible onset
Earthsea A girl singing A man looking at her, starts crying
homogeneous / no boundary Homogeneous / visible onset
Kabaret A young woman reading the A man walks on stage, drinks alcohd
newspaper disturbs the lady
- Homogeneous / no boundary | > Series of short bounded situation
Wakeup An old lady tries waking the man up
A young man sleeping bringing a rifle and shooting out of th
- Homogeneous / no boundary | young man’s window
Series of short bounded situations
Fire . A man walks to the tracks, takes a
A telephone burning
- Homogeneous / no boundary newspaper and goes away L
- Series of short bounded situation
Salmon Hands of a cook preparing a meal A cat stealing slices of fish
- Heterogeneous, Inferable resylt> Series of short repeated bounded
/ boundary situations
Soup A male voice on television interrupts
A man noisily eating soup in a big him and asks him to stop making
bowl. noise
- Homogeneous / no boundary | > Series of short repeated bounded
situations

3.2.2.2.1. Informants’ selection of the core compemts

Which elements of the situations detailed aboverari@ded in the retellings’ informants? How
are they verbalised? At which degree of granularg/the events represented? We answer these
guestions in this part while attempting to find duthere are any differences between TAL1 and
FrL1 regarding these issues, and if so, whethetatmers’ L1 affects their L2 productions as
far as the selection of core components is conderfie give a general picture of the core
components of the productions in each language l@acher variety, we give the following
graph. We classified the retellings into whether tihio situations of each video are included, and

if they are, we were interested to examine which isntalked about first, S1 or $2We also

5 Concerning our formal description, S1 represeéssituation viewed first or the most prominent ,cared S2

represents the second to be shown or the one exthwithin S1.
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counted the retellings where only one situatiotalised about, identifying whether it is S1 or S2

(see Figure 50 below).

Figure 50. Selection of core components in TAL1, E1 and FrL2

Main components

120%

100% mm, 7

i,
.
80%
60%
40%
20%
0%
H-educated L-educated H-educated L-educated H-educated L-educated
TAL1 FrL.1 FrL.2
ES1thenS2 0OS2then S1 EOnlyS1 Only S2 MNo situation

The graph allows us making the following observagio

- In the majority of TAL1, FrL1 or FrL2 retellingfoth situations were accounted for as their
basic components. This provides a confirmation thattwo situations are equally important to

verbalise for most of the speakers in each langgamyep.

- In most of these retellings, it is S1 that isresggnted first, which is consistent with our earlie

description of the videos. In fact, most speakarthe three groups of data choose to talk first
about S1 and then about S2. However, we find mms&ainces where S2 is talked about first in
TAL1 and FrL2 retellings as compared to FrL1 in theducated group. Given that the same
informants carried out the task in TAL1 and FrLansistence in the perspective taken on the
core components of the retellings is not surprisM@ also can hypothesise a difference of

perspective taken by French native speakers andLTohes. The latter show more flexibility as
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to what situation to choose first to verbalise thahl who more often choose S1. When we
consider the L-educated FrL1 group results howetrgs hypothesis does not seem to be
verified, which leads to the following observation.

- The additional valuable observation made conc#rassystematic differences noted between
H-educated and L-educated groups in each set af Has in fact very interesting to see that the
H-educated groups in TAL1, FrL1, and FrL2 make caraple choices, and so do L-educated
groups of TAL1, FrL1 and FrL2. For example, reteds where only one situation is accounted
for are more numerous among L-educated than ameedudated speakers. We could link this
finding to the differences observed from the stativeen L-educated and H-educated groups to
hypothesise that L-educated speakers take diffepenspectives on the situations in their
retellings. The higher choice to start with S2 nsakie hypothesise that L-educated speak about

the situation, which is retrieved last in their noagn

As for the degree of granularity with which theustions in the videos were perceived, the
results are displayed in the following table:

Table 63. Proportions of retellings including sub-eents

TAL1 FrL1 FrL2
H-educated L-educated H-educaﬂed L-educated H-éellical-educated
Sbl|7 5 4 1 4 3
% 15% 5% 10% 2% 8% 3%
Sbh2| 1 0 1 0 0 0
% | 2% 0% 3% 0% 0% 0%

Sb1 and Sb2 stand for sub-event 1 and sub-evergp2ctively. We notice that TAL1 speakers
account more for sub-events than FrL1 speakerff de look in details into which situations of
each video were perceived with a greater degregaviularity, we find out that the stimuli guide
very much the way the situations are perceivedadt in the three groups of languages, only in
SalmonandBreakfastretellings was S1 further analysed into sub-eve®isin both videos are
similar, it consists of the activity of cooking sething. This activity generally has an inferable
end-result, either visible and known from the video Breakfast the result is a pancake) or
inferable, as in the case &almonwhere the speakers only infer what the outcoméhef
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different actions could be. First, the speakersasgtobalizing event then analyse it into sub-
events.

In the three language groups however, H-educatatrdere with sub-events than L-educated
ones. As for analysing S2 into Sb2, it is ratheerand it is found once in H-educated TAL1
retelling (AO5) and once in a FrL1 one (F05). Inttbastances (in bold font), it is the S2 of
Breakfastthat is analysed into a sub-event. Here is thenpl@of FO4 Breakfast

(73) FO4, Breakfast

Donc dans cette scene on retrouve les le garctm\eeille dame de tout a I'heure
Donc la il y a le garcon qui a le crane rase.

Enfin qui est chauve.

Il esten train de faire des crépes ou des pancakes.
Il est dix heures moins dix.

Donc la il a réussi a se lever clairement.

Etily ala vieille dame.

Qui est en train d’écouter la radio

Ou regarder la téle.

Et elle esen train desuivre.

En train dedanser en fait.

Elle fait des pointes.

Et aprés elle commence a faire des petits pas deda
En écoutant la musique.

To conclude on the selection of the core componehtke retellings, we can say that the most
prominent observation is that L-educated speakers H-educated ones take different
perspectives on the situations, and make diffecboices as to the main components of their
retellings. L-educated speakers’ choices revedl ttey rely more on retrieval from memory
(e.g., by putting S2 first) or else choosing tk tabout only one situation. Furthermore, they
verbalise events dbalmonandBreakfastwhere sub-events are obvious with a lesser degjree
granularity than H-educated speakers do. Howewenesdifferences between language groups
as a whole are noted and these differences migipali@lly related to the specificities of the
languages used. In fact, in TALL retellings inchglsub-events are more frequent than in FrL1.
In FrL2 there are less retellings involving sub+@ge We hypothesise that in TAL1 a higher
degree of granularity (20% of all retellings) isoskn than in FrL1 (12% of all retellings). We
wonder also if the cultural specificities relatedeach language affect the degree of granularity
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with which the events are verbalised. We discuissphint later in the discussion section.

After discussing the core components of the videacted for the task of retelling simultaneous
situations, we examine in detail in what followsawlforms are used for what situations in order

to gain more insights into the use of linguistizides to verbalise simultaneous situations.

3.2.2.2.2. Role of aspect in expressing simultaneitstaging the marked and

unmarked forms to construe simultaneous events iniscourse

In this part, we present results of different asab/ conducted regarding the use of aspect in
discourse to expre&m We deal first with aspectual marking in nativealers’ retellings then

in the learners’ productions. After that, we foamshow each informant construed the two core
components of the videos using the different medexpressing on-goingness available in his /
her language. We will look at the forms used tostare the events, and we will mainly focus on

how the informants use the marked vs unmarked faarexpress them in progress. In the last
part, we focus on the function of each form exprgsen-goingness in the discourse in terms of

construing the two simultaneous events.

We set up the general representation of ISmwis expressed in our retellings in the following

diagramme:
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Figure 51. Different choices to retelSimin oral productions

Mot expressed

Implicit marking J

{ Aspectual style ]

_[ Comtrast l

Aszpect + adverbial l

Aspect + structural devices ll

Juzxtaposition ]

I

Aszpect only J

Aszpect + adverbial -]

Aszpect -+ structural devices J

[

Aszpect only ]

Adverbial style ]

Structural style ]

Overall, Sim is expressed in most of the retellings. Informamte most frequently explict

devices. By implicit marking we refer to cases veh&m was understood from pragmatic
information.

The explicit means are classified into 3 broad gates: Aspectual style, which includes both
instances where aspect was used on its own to &@®en as well as those where it was

combined with other devices namely, adverbialssinettural devices.

The two other styles found to expreSin are the adverbial style, and the structural stye.
focus in what follows on the use of aspect in thgression ofSim
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3.2.2.2.2.1. Aspectual marking: the overall picture

As mentioned above, Schmiedtova (2004) identifiédle¢ major styles in expressing
simultaneity, two aspectual ones, “the strongertl dthe weaker” aspectual styles and one

“adverbial” style.

Strongly inspired by Schmiedtové's (2004) categting, we classified the different uses of

forms to express aspectual values into two brotehoaes

1) Aspectual juxtapositiorn it means that the informant chooses to expresswb simultaneous

situations of the video shown to him / her représgrboth of them as on-going.

2) Aspectual contrast it indicates that the speaker chooses to expasaspectual contrast

(progressive contrasted with a non-progressive)ymdoastruing the two simultaneous events.

As the following graphic representations show, agp# marking is frequently used to express
Simin the three sets of retellings by native speakergu(Ei 52 and Figure 53) and by learners
(Figure 54). In some retellings, howev&im is expressed without recourse to aspect (‘other
explicit marking’). They contain explicit devicesich as connectors and adverbials. In some
other retellingsSimmarking is implicit (pragmatic inferencéNo Sini stands for the retellings
where noSimrelation is expressed neither explicitly nor inofily. These retellings are of two
types: some containing the two situations of tliegs but they are not linked together fyii
relation. Some others contain just one of the coreponents (one situation) or none at all. We
separate for each language the four categoriepecasal marking’, ‘other explicit marking’,

‘implicit marking’ and ‘noSim..
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Figure 52. Proportion of the use of aspect iBim expression by Tunisian native speakers

TAL1

B Aspectual
marking

B8 Other explicit
marking

BImplicit marking

ONo Sim

We notice when we compare the aspectual stylea\lrl Tand FrL1 that aspect is highly used by
Tunisian speakers to expreSsn (83%). Retellings wher8imis not at all expressed represent
only 10% of the total retellings. Conversely, inLEr in 23% of the retellingsSim is not
expressed, which is a high rate compared to TAlopgition (See Figure 52 and Figure 53).

Figure 53. Proportion of the use of aspect iBim expression by French native speakers

FrL1

B Aspectual
marking

B Other explicit

_ marking
4%
BImplicit marking

6%

67% ONo Sim

In FrL2 retellings, the use of aspect is comparabl&rL1 speakers’s. The proportions of the

retellings whereSimis not at all expressed in FrL1 and FrL2 are alsmparable and represent
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about 1/5 of all retellings in the respective gro(®3% and 20% respectively).

Figure 54. Proportion of the use of aspect iBim expression in L2 French

FrL2

B Aspectualmarking
B Other explicit
marking

BImplicit marking

ONo Sim

Furthermore, the average deployment of aspectudlingaof Simper informant is calculated in

the following table:

Table 64. Average use of aspect to expreSsn per informant

Use of aspect| Average per
n° informant
FrL1 (n=11) 59 5.36
TAL1 (n=19) 126 6.63
FrL2 (n=19) 105 5.52

We notice that aspectual marking is comparableoth brL1 and FrL2.

However, our FrL2 learner varieties are varied dtr@lnumbers displayed in Figure 54 account
for the productions by learners in earlier stageaogjuisition. Therefore, the comparability of
these percentages should not lead us to wrong usionk. We deal in more detail with FrL2

different styles in expressirgim

We now examine in details with the types of aspaatuarking shown in Figure 51 above, first
in native speakers’ retellings, then in learneelfiglgs, examining initially, the proportions of

aspectual contrast and juxtaposition and subselyuéstrole of aspectual marking in expressing
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Sim whether it is used in “combination” or in “isalan”, to borrow the classification of
Schmiedtova (2004). We will distinguish between fokowing three types oim aspectual

marking:

(i) Pure aspectual marking; where only aspectudliesa of contrast or juxtaposition are

employed to expresSim
(74) F3, Kabaret

La il avait d0 boire du rhum ou quelque chose.
Parce que dans I'état ou il était.

Et puis il allait embéter la fille.

Qui étaiten train ddlire le journal.

(75) A2, Kabaret

fi-l  hkeya hadi wehid sakra:n
In-the story this-one one drunk
In this story there is one who is drunk

ta-gra fi-l jari:da .
PS3F-read PRG-the newspaper
She is reading the newspaper

fi-l exir lassaq-@ li-bla:sit-ha
in-the end  stick-PS3M to-place-her
in the end he stuck to her

(i) Aspectual marking combined with an adverbéther temporal or atemporal (e.g. spatial),

(76) FO3, Breakfast

euh donc le garcon et sa grand meére de tout a faeui a du mal a se réveiller.

et la pendant que le garcon prépare des pancakes.

ben la grand mere a I'air de suivre un cours de skanlassique par vidéo dans son salon.
pas une grande réussite mais elle y met du sien.

(i) Aspectual marking combined with coordinatigievices assuring structural parallelism of
two propositions. Coordination devices stand fonjenctions that chain two propositions

together and express their parallelism. These decthe frequently present structure translatable
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into the following propositions: “P1 <do somethingtnhd P2 <do something else”. The
introduction of the two protagonists (P1 and P2) lba explicit before stating the events related

to them as in example (77) below, or not.
The following is an illustration:

(77) A3,Birds
mu:d'anni: w ra:qsa chanteuse ra:gsa

singer and dancer singer dancer
there is a singer and a dancer

huwa_y-g"anni .
He PS3M-sing
He is singing

w hiya ti-shtah
And she PS3F-dance
And she is dancing

In the absence of aspectual marking, we identtfiedfollowing marking types:
1) Pure adverbial marking where only adverbialsyeral or atemporal express thenrelation,

2) Pure structural devices, where only paralleledstructions matched by coordinators express

Sim and

3) Implicit devices, which means the cases wheeeetlis no explicit marking and ti&im is

conveyed through pragmatic inference. The followsign example:

(78) FO2,Wakeup

Donc dans la scene que je viens de voir.

Ca se passe le matin enfin le matin.

C’est une scene de jour.

Qui se passe dans la chambre de quelqu' un

Le réveil sonne.

Apparemment il fait jour quand méme depuis assegtéonps.

Et donc le jeune homme enfin voila d’'une vingtaitaanées éteint son réveil
Et se rendort.
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En tout cas il se retourne vers le mur.

Et se met sous la couette.

En tout cas le réveil n'a pas eu l'effet souhaité
Et donc quelques secondes apres on voit sa meére.
Qui arrive d’un pas tres lent pour le secouer.
Qui voit que ¢a n’a pas d’effet sur lui.

Qui se prend une carabine.

Donc qui se met a sa fenétre.

Qui ouvre la fenétre.

Et qui tire qui tire avec.

Et 1 par contre évidemment il sursaute.

Et c’est comme ca.

Qu’elle arrive a le réveiller.

Donc c’est une scene assez drole

In the example, no explicit means of markidignis used. The events are represented most of
them as completed, but the events related to thbenare included in the TSit of the first event
deduced from the context: The mother performs ahaunof actions while her son is still
sleeping. In fact, the retelling starts and closéth reference to the first protagonist, he is
represented as part of the background to the eeentpleted by the mother and enclosed within

the event of sleeping; retrieved by pragmatic ptetation.
3.2.2.2.2.1.1. Tunisian Arabic native speakers’ asfual styles

Tunisian speakers use aspect in combination wileréhls, together with structural devices, or
alone (pure aspectual marking) to con@&n of events. We notice, as Figure 55 demonstrates,
that pure aspectual marking is more frequently grefl when aspectual contrast (55%)
expressesSim of events, than with aspectual juxtaposition (33%gpect in combination is

limited, as it does not exceed 30% of all aspeanaking.
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Figure 55. Aspectual styles in TAL1
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As for the adverbials used in combination with asp&l juxtaposition or contrast, we identified
the following categories:

Table 65. Types of Adverbials used in combination ith aspectual marking in TAL1

Contrast Juxtaposition X

Spatial adverbials / (bijnabha, bahd"eh) (near her, close 8 12 20
localisation in space to him)
Aspectual parallelism én méme temps, fi nafs 3 5
marking el waqt)(at the same time)
+ Temporal adverbials ~ Temporal break Hakkekathen) 2 0 13
wagtilli (when))
Simultaneity + iterativity 3
Total 16 17 33

As we can see, the favourite types of adverbidicts in combination with aspect are spatial
devices locating the protagonists in some sharadesprhey are more used for juxtaposition
than for contrast. The choice of adverbials indigata temporal break is marginal and only
possible with aspectual contrast.

3.2.2.2.2.1.2. French native speakers’ aspectuglest

There is a clear difference between the way Fremtives and TAL1 informants exploit aspect
in expressingSim In case of aspectual contrast, French native kgpeado not at all have

recourse to structural devices. Aspect is empl@fede in only 52% of the cases, and otherwise,
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it is used in combination with adverbials (see Fegt6 below). The structural devices occur
nevertheless in case of juxtaposition, ensuring pheallelism of events in the discourse.

Adverbials are less used together with aspectushposition than with contrast.

Figure 56. Aspectual styles in FrL1
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It is worth noting however, that juxtaposing anchitasting aspectual forms and values are not
the only feature of aspectual marking. In casespkatual contrast, the contrast is both conveyed
by the contrastive aspects, but also by a contfdsixical contents. We illustrate the role of the
lexical aspect by the example below, where therashbetween the progressive (witn«rain
de» ) and the non-progressiverésent de la narrationis coupled by a contrast in the lexical

contents: while <lire un journal> is a 1S dynanexital content, <arrive> is a 2S punctual verb.

(79) F1, Kabaret

Une jeune fille estn train delire un journaldans un café
Un monsieur saoul arrive

Va s’asseoir &otéed’elle.

Elle s'y intéresse pas

Et puis elle apres il la pousse.

Elle change de place.

Elle tombe

Et lui il tombe aussi.

Voila.

Therefore, the punctual verb <arriver> happensewlire un journal> is in progress.
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As for the adverbials selected in combination vasipect, we clearly notice that French native
speakers, unlike TAL1 speakers, prefer temporaledmals to spatial devices. Linking this
finding to the lower use of aspectual marking biylFspeakers, we could hypothesise that TAL1
expression ofSimis predominantly aspectual, and the combinatiorasgect with adverbials
adds a different type of information, that is splatinchoring. French nativBim marking
however resorts to temporal adverbials, the faoigbthat aspectual marking is less employed,

and does not suffice to explicitly convey the relatof Sim

Table 66. Types of Adverbials used in combination ith aspectual marking in FrL1

Contrast | Juxtaposition | X
Spatial 6
adverbials| & coté, en paralléle, a droite 4 2
+ Parallelism &u rythme de(at the
g rhythm of) en méme tempfat the
2 same time) pendant ce temps
< | Temporal | (meanwhile), pendant que (while), 19
adverbials| tandis qugwhereas) 7 5
Temporal breakquand, tandis qye 1 1
Iterativity 2 3

The differences noted between the two groups avexatpeakers makes us wonder whether
learners would select more spatial adverbials tearporal ones in combination with aspect, and
whether their use of aspect would present simiggritvith their mother language and differences
from the target language. This is what we investigathe next part.

3.2.2.2.2.1.3. Learners’ aspectual styles

Our findings show that in FrL2 retellings, learndraw on aspect in a similar way as they do in
their TALL1. As such, unlike the French natives’lesy Tunisian learners use structural devices

with aspectual contrast as well as with juxtapositi
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Figure 57. Aspectual styles in FrL2
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Indeed, learners at different stages highly usea@sip combination with aspectual devices to
structure the retelling and insist that the tworgseconstrued are parallel to each other. To
illustrate this, example (80) is produced by aneamt stage 3 and (81) by an informant at stage

5. Both of them have recourse to similar devices éiseir L1 (e.g.et la mamie.., et lui...).

(80) A5, Breakfast

Bon il /&komas &prepare/.

Et la mere &elekut la musique.
Elle /&das/.

(81) AO1,Breakfast

Le petit gardl s’est levé pour se préparer et aller au job

Je ne sais pas quoi.

Il esten train depréparer son petit dej.

Et lamamie elle étaien train desuivre ses cours d’aérobic devant la télé
Et lui on entend bien la musique de la télé

Il étaiten train desuivre le rythmen préparant la crépe

Chacun il fait une ambiance pour lui

It is worth noting here that the category ‘pureexdpal marking’ encompasses the retellings
where the progressive is used along with the Ié&xdspect but also those where only the lexical
content is exploited to construe the simultaneaenes. Learners at the basic variety use only

lexical aspect because they do not master verbalsf@t this acquisitional stage. In fact, they
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contrast or juxtapose lexical contents in somdliefys in order to convegim

As we argued before, we have observed instancéisisngroup of informants of mastery of
aspectual distinctions with the recourse to lexfcains learnt as non-analysed chunks, before
mastering finiteness. As such, we have noted tipeapance of phasal and boundary markers
such as eommencerAaand arréter de> and instances ofx train de without any trace of use
of the auxiliaryétre. Indeed, it is in the presence &ife in the periphrasis that we can talk of a
finite form.

As the following table shows, we looked in detaitsthe different aspectual choices made by

each informant and calculated an average for eaghisitional stage identified for him / her.

Table 67. Aspectual marking across acquisitional ages

Pure aspectual
marking: Pure
aspectual
Use of the marking: | Aspect + S’?ﬁj%?ﬁ:; asT(()et::itluaI Average
- Adverbials . pec no
progressive Lexical devices marking
forms aspect
(+Lexical P
aspect)

2 | Al 5 5
2 | A5 1 3 3
2 | A8 1 1
3 | A3 2 1 1 0 4
3 | AMd 5 0 3 3
- : L L 4 5.38
3 | A1l 1 2 5 3
T > 2 . 6 6.5
4 | A9 4 2 1 7
5 | A0l 3 1 1 5 ]
5 | A04 3 4 0 "
6 | A0O2 4 1 2 7 7.5
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Pure aspectual
marking: Pure
aspectual
marking: | Aspect + Aspect + Total Average
Use of the . structural aspectual
. Adverbials . ; n°
progressive Lexical devices marking
forms aspect
(+Lexical P
aspect)
6 A03 4 3 1 8
6.5 | AO05 1 4 2 7 7
6.5 | A06 2 4 1 7

We mapped the different aspectual styles acrosstdges after calculating an average for each
learner variety (Figure 58). In the basic varidgarners resort to lexical aspect to m&ikn
given the lack of finite forms in their variety. &Horm /te/ of the periphrasis appears in one

informant’s productions, juxtaposing two simultans@vents in his retellings.

Figure 58. Average use of the different aspectuabmbinations

=
th

W
o
>>

Z

[
th
|

/
(
/>
\/

AN

[
w
.
th
[=2)
=
th

= = Averageuse prog + Lex Asp == Average Lex Asp

=& Aspect+ Adverbials == Aspect+ structural devices

Notes: Prog: progressive forms — Lex Asp: lexicglext

We observe a decrease after Stage 3 of the usichl aspect in isolation. Indeed, from the
intermediate variety (Stage 3), we notice somargite to produce finite verbal forms to express
temporal values. Therefore, it is not surprisingsé® that from that point on, learners rely on

both the lexical contents and the progressive fdor®nstrue simultaneous events. On the other
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hand, we observe an increase throughout the staégée use of aspect in combination with
adverbials, which recalls our observation conceyritrench native speakers. The higher use of
aspect in combination with adverbials is accommphméh a decrease in the frequency of pure
aspectual marking at the advanced stages. The appties to structural devices together with

aspect to expresim which decrease starting from Stage 3.

These observations give us an interesting pictuh®w aspect is exploited throughout the stages
of acquisition to expresSim We can conclude that our FrL2 learners are geedib aspectual
distinctions from the earlier stages of acquisitibhey exploit lexical aspect as a primary device
before they acquire more formal devices to exp8ss They also very soon resort to structural
devices, a device that they also very highly exploitheir L1. TheirSim marking becomes
across the stages comparable to the natives’ as litle by little start introducing more
adverbials integrating them in their retellingscombination with aspect. The investigation of
the types of adverbials in combination with aspaicjuxtaposition and contrast provided the
results summarised in the following table.

Table 68. Types of Adverbials used in combination ith aspectual marking in FrL2

‘ Contrast Juxtaposition | X
Spatial adverbials 5 8 13
+ Parallelism 2 3
51;1_ Temporal Temporal break 5 1
& | adverbials | Simultaneity + iterativity 14
(a chaque fois quéevery
time)) 3 0
Total 15 12 27

We clearly notice that spatial adverbials conveyangpmmon spatial context for the two events
are highly selected (almost in 50% of the casegjichvis comparable to the informants’

preferences in TAL1, and dissimilar to those ofrfefenative speakers.

We were also interested in examining the differemguistic means used in case aspectual

marking is not the chosen device across the adipmal stages. The results are as follows:
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Figure 59. Non-aspectuaBim marking
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The frequency of adverbial style in FrL2 data augtmehroughout the stages as opposed to

implicit marking that is very limited. The only usé structural devices in the basic variety drops

and is completely abandoned in the subsequentsstagéavour of mainly aspectual marking.

The average retellings where Sim is not at all esped also declines throughout the stages: It is

highest at Stage 3 and drops tremendously at stage

To sum up our findings regarding the aspectualestyelected for this type of verbal task,

together with adverbials and other explicit deviegpressingSim we present our contrastive

analyses of the three groups of retellings in tliewing table:

Table 69. Summary of the contrastive analysis of psctual styles

Features

TAL1

FrL1

TAL1 FrL.2

Preferred
Aspectual style
for contrast

Pure aspectual style
Aspect + structural
devices

Pure aspectual styl
+

Aspect + adverbials

> Pure aspectual style
Aspect + structural
devices

+

Preferred style

Aspect + structural

Pure aspectual

Pure aspectual style

+

complements

for juxtaposition | devices marking Aspect + structural
devices

Preferred Spatial adverbials Temporal Spatial adverbials

adverbial (61%) adverbials (76%) | (48%)

Temporal adverbials

(52%)

As we can see in the summary in Table 69 there@renon features (in bold font) between the

choices made in the source language, TAL1, ancethothe target language, notably the use of
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structural devices, by copying the structure froMLT in French L2, and also the type of
adverbials selected together with aspect. In béthITand FrL2, spatial adverbials are preferred
when aspectual juxtaposition is expressed. Thep tektage the two events expressing at the

same time their temporal and spaSah

We turn now to studying the different aspectualestyselected for each video in order to
examine how their specificities affect the way thikerent devices expressing on-goingness are

selected in retelling them.

3.2.2.2.2.2. Which form for which event? A detailedccount of aspectual perspectives taken

for each video

In this part, we examine whether in describingtthie situations presented in the videos as on-
going, the informants uphold the marked form (jpasing two marked forms abbreviated in the
tables as M-M (82)); the unmarked form (U-U (83)) whether they contrast M-U (84) or U-M
forms (85).

(82) Elle esken train de danser et il esken train de jouer de la guitare
(83) Elle_ danset il jouede la guitare.
(84) Elle esien train de danser et il jouale la guitare.

(85) ? Elle_ danset il est«en train de jouer de la guitare.

The question mark in (85) shows that the exampleade up for the sake of illustration, but the
guestion of whether or not it can possibly be posdluby a native speaker is answered later in

the analysis.

As a reminder, the marked form stands for the coogon with the preverbal markea:’id in

TAL1. For FrL1 it is the periphrasis witrer train de, and for FrL2, it is any occurrence of

“¢ Given the systematic character of the postvertakarfi under well-known conditions (the presence of adir
object), we focus on investigating the presencbseace of the preverbal marlkgea:’id in a detailed account of
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this periphrasis regardless of whether or not iagseptable (e.g.atrd/ without de as in de
monsieur /&atra &lafe/ la musiquein A4, Birds. The unmarked form however stands for the
présent de l'indicatifin FrL1 and FrL2, and PV in TAL1l. As for aspectwantrast, we pay
attention to whether the contrast is expressed &gns of the marked form for the first situation
(M-nonprg) or for the subsequent one (nonprg-M)wiath the unmarked form for the same
purposes (respectively U-nonprg, or nonprg-U). ¥weher case is not included in the following
graphic representations. These include retellingerer on-goingness devices are not selected to
construe at least one of the situations, or eveslliregs including only one core component, or
none. We examine each video separately comparaghtiee groups of data (TAL1, FrL1, and
FrL2). We do so opposing the results of L-educatecsus H-educated informants. Detailed
accounts for the interface of forms in each vidgal the informants are provided in Appendix
11.

3.2.2.2.2.2.1. Aspectual styles in Breakfast retgs

Most of TAL1 informants in both groups retell thiuations in the order in which they are

shown in the visual stimuli. All informants constrthe two situations as on-going showing their
simultaneity. Likewise, all FrL1 informants chogerétell the situations in this video in the order
in which they are shown. They set the first si@atika man preparing pancakes> using
predominantly the marked form (seven informantsaiutl, 63%). We observe a preference in

TAL1L, FrL1 and FrL2 for upholding the progressiwspact for both situations in this video.

As clearly represented in the graph below, TALL 1Frand FrL2 informants clearly choose to
maintain the progressive aspect to construe bdtlatgins of Breakfast In 50% of TAL1
retellings, speakers maintain the progressive aspadrasting the marked and unmarked forms.

In the other half, they contrast them (see Figuré&ow).

retellings of each video.
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Figure 60. Graphic representation of the differentaspectual choices in retellin@reakfast
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Figure 61. Proportions of juxtaposition and contras of forms
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This represents a difference from French nativealsgrs who in about 80% of the retellings
choose to uphold the form and only contrast foorm20% of the cases. While FrL2 informants’
choices resemble the natives’ in the advanced desirproductions (H-educated group), this is
not the case in earlier stages of acquisition (Leatked group). In this latter group, the choices

are comparable to the TAL1 choices as far as uphgplthe forms or contrasting them are
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concerned. Furthermore, in all L-educated grougkeimn H-educated ones, regardless of the

language or learner variety, cases of aspectuatasirwere found.
3.2.2.2.2.2.2. Aspectual styles in Birds retellings

As Figure 62 below shows, in H-educated group,cti@ces of FrL2 are comparable to those
made by the native speakers in the source lang@agesider for example the use of aspectual
contrast in TAL1 and FrL2. In L-educated group hweere FrL2 choices and FrL1 informants are

similar.

Figure 62. Graphic representation of the differentaspectual choices in retellindgirds
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3.2.2.2.2.2.3. Aspectual styles in Earthsea retejt

Earthsea retellings reveal slight differences betw#he choices made by both groups regarding
the forms expressing on-goingness in TALL. In f&abut of 6 (83%) of H-educated informants
contrast aspects to construe the S1 and S2 oétekimgs. Most of them choose the construction
ga:’id for essentially S1. As for L-educated informantgst of them maintain the unmarked

form for both situations and only two of them (15&gintain the marked form.

As Figure 63 shows, H-educated and L-educated grmgule clearly different aspectual choices
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to construe the situations of the video. Most Headed TAL1 speakers opt for aspectual
contrast, while L-educated ones preferred aspegi#position. The two FrL1 groups made
comparable choices. This leads to the hypothesisttie video was less straightforward than
Breakfastor Birds. We also notice iftarthsearetellings a bigger proportion whe&mwas not
obvious to verbalise by the different informant$islconcerns more than 40% of H-educated
FrL1 retellings and more than 60% of L-educatedsone

Figure 63. Graphic representation of the differentaspectual choices in retellindgcarthsea
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To sum up the different aspectual styles showinfepeSim(BreakfastBirds andEarthseg, we
notice that aspectual juxtaposition is the mosguently used style by all groups. This is not
surprising as aspectual juxtaposition allows thgression of the situations’ parallelism (Figure
64).
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Figure 64. Aspectual styles in retelling perfecBim
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We notice however some differences in the aspechates by the three groups. First, in native
productions (TAL1 and FrL1), juxtaposing the unnetorm is more frequent than juxtaposing
the marked one. Second, contrasting the marked wdarked forms to construe two
simultaneous situations seems to follow a rule: [&/hiis possible for the marked form to be
preceded by the unmarked form in TALL, it is no¢ ttase in FrL1. In fact, we have M-U
combination in TAL1 and FrL1 and U-M only in TALIThird, FrL2 productions show
differences from FrL1 productions and some sintikesito TAL1 choices. For instance, the
juxtaposition of the marked form by FrL2 learnessnauch higher than the natives’ use. In
addition, using the U-M combination by FrL2 leamerould be explained by the learners’
overgeneralisation of the use ofnctrain de. Last, TAL1 speakers rely more on the use of
aspect and expressing the progressive value tdroengerfectly simultaneous situations, while
in French, the possibility of not using the progree at all is comparable as the rates of non-
aspectual styles in FrL1 and FrL2 productions iatic This leads to the conclusion that French
and Tunisian Arabic have inherent specificitiesjoihead to differences in the use of forms.
The question here is how3mexpressed in the absence of the aspectual stiAd ihand FrL2.

We turn to this question later, but now we exanseparately the different videos showing
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inclusion.
3.2.2.2.2.2.4. Aspectual styles in Kabaret retesn

TAL1, FrL1 and FrL2 informants choose most of theels to contrast two aspectual values to
construe S1 and S2. In most of the retellings, thegtrast the marked forms with non-
progressive expressing bounded events. The bousdeckssive events of S2 are described
focusing on their sequentiality using the narrafwesent (PV and simple present in TAL1 and
FrL1 respectively) or the perfective; with the sxétd verb form (SV) in TAL1 opassé composé
in FrL1.

Most informants put S1 as the first situation mafsthem by means of the marked form. S1 has
the property of being on-going and more durativentts2. S2 however is made up of short
successive bounded events performed by P2 seermlabe video. It seems that the durativity of
S1 is here a trigger for setting it as a framehef story’. The aspectual choices are therefore
explained by the nature of the stimulus. The usthefmarked form (witlga:’id) in TALL is
very infrequent, and it concerns only S1, an omgand more durative situation than S2. In
FrL1 or FL2, @n train de is more frequent. The different frequency of therked form
however separates the learners from the nativekepeaf French. In most FrL1 retellings, the
marked form is selected first. In three FrL2 raétefs, learners draw on the marked form later in

the discourse subsequent to another form
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Figure 65. Graphic representation of the differentaspectual choices in retellindabaret
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As the graph allows us to see, aspectual contsasiei preference of all speakers in all groups.
Some instances of upholding the progressive arécatbtbut they are very limited. The
proportion of the retellings wher®@m is not expressed is also very low. We suppose ttieat
nature of the stimulus, presenting a temporal giolu of one situation withing the TSit of the

other makes the temporal relation easier to vesbali
3.2.2.2.2.2.5. Aspectual styles in Wakeup reteling

The retellings oiVakeupreveal an interesting case of expressing on-gesgim TALL. In fact,

S1 is expressed using the active participle ofvtrd rgad (he slept) in nearly all the retellings.
This explains the low occurrences of the progressnarked and unmarked forms in TAL1
retellings. The second situation is construed asmted using the suffixed verb form in most of

the cases. The TALL contrastive choices are displaly Figure 66.
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Figure 66. Aspectual contrast inWakeupTAL1 retellings: Different combinations
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Figure 67. TAL1 aspectual choices ifrire retellings
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Conversely, in FrL1 and FrL2 retellings, the aspakttontrast (progressive / non-progressive) is
frequently used. In both language groups, S1 ipsgerably by means of the marked form. The
graph below further confirms the similarity of cbes noted which is explained by the influence

of the task and the stimulus.
3.2.2.2.2.2.6. Aspectual styles in Fire retellings

Like for Kabaret or Wakeup most of the informants regardless of the languagiefor the
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aspectual contrast when they employ the devicesesgimg on-goingness. However, in most
retellings, the marked and unmarked forms wereusetl, and speakers took other perspectives
on the events. Looking at the choice of which situato set up first, we notice a disagreement
between informants as to what situation to set ifirghe retelling.

In fact, many informants in TAL1 chose to talk fiesbout S2. They also preferred a progressive
construction withga:'id to talk about S1.

The disagreement is also observed in FrL1 groupfadt, two informants in H-educated group
and 2 in L-educated group mentioned first S2 <anf@n doing successive actions>. Two of
them (FO3 and F2) describe S2 expressing on-gossgiignly FO3 uses the marked form to talk
about S2. The situation described, however, isniatt is seen in the video but an interpretation

of the situation to build an on-going situation 86

(86) FO3, Fire

On voit donc des pompiers une caserne de pompiers
Ou ils sont en train d’attendre derriére [S2]

Puis on voit un téléphone

Qui au début on pourrait croire

Que c'est celui qui va sonner

Mais en fait c'est celui par lequel

On va appeler les pompiers

Et on les appelle pas

Il'y a un incendie.

What is also worth noting about FrL1 retellingsHarie, is that four informants prefer to make an
introduction about the way the two situations dreven first before retelling each one. In fact,
this choice is not surprising, as what is seenutinout the video is the screen split in two parts
and S1/S2 are perceived to happen simultaneouklig. might explain why certain informants
choose the more dynamic situation <a man doingessiee actions> first. Yet the majority of
them select the most durative situation, whichdsuged upon in the stimulus. In fact, the
informants see P1, and start to see S1 before pRaepin the second half of the screen and
becomes aware of S2. Only one advanced learnefoamd_-educated learners out of 19 total

learners chose the progressive to construe at teestsituation of the stimulus. Furthermore,
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they opted for the aspectual contrast (see alaar&igg).

Figure 68. Graphic representation of the differentaspectual choices in retelling-ire
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3.2.2.2.2.2.7. Aspectual styles in Salmon reteling

In the retellings oBalmon,S1 <the hands of the cook preparing a meal> wikiplerceived first,
and understood in the course of the video as engd@&?2 <the cat stealing slices of salmon> is
retold first by nearly all the informants who indkiboth situations as the core components of
their retelling. S1 has the specificity of beingative while S2 is a rather repetitive and bounded
activity. In TAL1 as well as FrL1, the marked forsnused mostly with S1.
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Figure 69. Graphic representation of the differentaspectual choices in retellingsalmon
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As Figure 69 shows, the learners’ aspectual petispeis quite similar to the native speakers’

with analogous profiles. In fact, FrL2 L-educatgubakers made comparable decisions to FrL1
L-educated informants. Likewise, FrL1 and FrL2 pectives are quite comparable.

Interestingly also, TAL1 informants’ choices arensar in both H-educated and L-educated

groups.

3.2.2.2.2.2.8. Aspectual styles in Soup retellings

The informants in our two first languages made umaansly the choice of retelling the situations
of the video in the order of their appearance. 8 ysung man eating soup noisily> is therefore
set first, most of the times by means of the mafkeah. They clearly make of S1 a frame for the
second situation <a voice interrupting the youngiman fact, they express the on-goingness of
S1 and contrast it with the sequence of iteratixenes in S2 expressed by other aspectual values
such as perfective aspect. S1 is an obvious cHoica second reason: P2 is not seen and not
always identified by all informants, it is a voidénderstanding its origin requires knowledge of
tennis rules in order to decode the interactionvbeh the tennis game heard on television and
the fact that P1 is eating his soup noisily. Astfoe aspectual choices made by each group of
informants, TAL1 informants in both H-educated dn@ducated groups make very similar
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choices. In most of the retellings they uphold pinegressive for both situations. Only in some

retellings do they use the aspectual contrast.

As Figure 70 shows, while FrL1 native speakers reshtaspectual perspectives to construe S1
and S2, FrL2 H-educated speakers choose to uphelddame form for both situations. This
means that while FrL1 native speakers (in H-edutaeoup) select the marked and the
unmarked form for different situations in this wideetelling, two of our FrL2 learners at

advanced stages maintain the marked form to destirédm.

(87) AO5, Soup

Alors on voit un mec sur le lit apparemment dans petite chambre.
Qui esten train demanger la soupe.

Apparemment c’est une soupe aux oignons

Une grande marmite juste a c6té de lui.

Et il fait beaucoup de bruit en mangeant.

Etil y a quelqu' un dans la méme piéce.

Qui estapparemmengn train dgouer au tennis un truc comme c¢a.
Et qui lui demande dee faire moins de bruit quand il mange.

Et quand celui qui mange.

Fait moins de bruit.

Ben l'autre il le remercie.

(88) A06, Soup

Donc c’est quelqu’ un.

Qui esten train deboire sa soupe.
Il fait du bruit.

En la buvant devant la télévision.
C’est comme si quelqu’ un.

Il esten train dele suivre.

Pour il esten train devoir.
Qu’est-ce qu'il fait

Il lui conseille de boire sans bruit.
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Figure 70. Graphic representation of the differentaspectual choices in retellingsoup
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To sum up, we display all results of the role gbexst to expresSimin the following graph
below (Figure 71).

Aspectual contrast is preferred in TAL1, FrL1 amdlZin retelling inclusion (see Figure 71
below). The favourite combination in FrL1 to ex@else contrast is made by opposimp ¢rain
de» with a non-progressive form. However, we notice thalAL1, the contrast is made using
ga:’id or the simple form PV at fairly equal rates. There, unlike the marked form in TAL1,
«en train de plays a typically contrastive role. This findingramborates Leclercq's (2007,
p.281) observation concerning the contrastive obken train de in her data.
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Figure 71. Aspectual styles used in retelling inckion

Aspectual styles/ Inclusion

Aspectual Juxtapostion Aspectual contrast Other
BTAL1 7% 7% 1% 3% 19% 3% 16% 5% 12% 26%
BFrLl 2% 7% 4% 0% 33% 4% 13% 2% 0% 36%
AFrL2 gy 1%% 1%% 1%% 18%, 6% 6% 204 0%, 46%%

Furthermore, we notice a high frequency of non-esfa marking in the three sets of

productions and higher among FrL2 speakers.
3.2.2.2.2.3. Comparison of TAL1, FrL1 and FrL2 infemants’ use of forms in discourse

Here are summarised our findings about the aspeptrapectives taken in TAL1, FrL1 and
FrL2.

Figure 72. aspectual perspectives by TALL1 informarstin all videos
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The graph allows us to see some similarities inpdespectives taken for each video retellings,
but also differences. We point out to the similagstobserved as to the use of the aspectual

contrast using different shapes.

BreakfastBirds and Earthsearetellings show a preference for upholding devieegressing the
progressive. The choice of aspectual contrast rie. rhe higher presence of the aspectual
contrast inBirds andEarthsearetellings can be explained by the left onsetgmes the videos’
situations (S2), which TAL1 informants accounted dontrasting the progressive with another
aspectual value such as the inchoative. The irmtusgipe was in turn categorised into three sub-
categories, based on the similar aspectual chabsgerved. InKabaret and Fire, aspectual
contrast is favouredVakeup the progressive marked and unmarked forms arestlnot at all
used. The last sub-category is thaBafmonandSoup which have the common characteristic of
having a high percentage (nearly 50%) of upholdivegprogressive forms, with a high rate of
aspectual contrast. This similarity in aspectuabiods could be explained by the repetitive

character of S2 in both videos, which was oftearpteted as a whole.

However, the summary of FrL1 results reveals aediffit taxonomy as far as the aspectual

choices made are concerned (the results are desplayFigure 73).

Figure 73. Aspectual perspectives by FrL1 informard in all videos
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In fact, the different choices group togethgneakfastand Birds that show a preference for
progressive upholding and a marginal instancesspé&ual contrast. They put apBdrthsea
retellings in which FrL1 informants opt for eithdre aspectual contrast or the upholding of
forms. KabaretandWakeupare grouped together as they show a clear tendenese aspectual
contrast. InNSalmonandSoup,FrL1 make almost similar choices, by means of etsjaé contrast
and sometimes progressive upholding. Finalyre is left apart because of the very low

frequency of the progressive in general.

We can therefore conclude that the similaritieseolr=sd demonstrate the impact of the stimulus
on the choices made to complete the task. Thisf isoarse an expected result. The other
interesting result is that the divergence of ch®ioé TAL1 and FrL1 and of the different

taxonomies found (as reported in Figure 72 and r€igiB) leads to claim that language
specificities and the aspectual properties of tlespective languages also constitute a
distinguishing factor that partially determines tivay informants go about their choice of

perspectives.

Now we may compare these results with the FrL2nka® aspectual choices. In order to do so,

we compare the H-educated and L-educated group&eh

Figure 74. Aspectual perspectives by H-educated FELinformants in all videos
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We notice that H-educated speakers’ aspectual eh@ie interestingly very similar to those of

French native speakers (Figure 74). Since the T#hdakers’ aspectual perspectives taken on
events are different from those by FrL1 informamts,hypothesise that there is little interaction

between the choices they make in their L1 and thiosg make in FrL2 on the same task. This

hypothesis will be verified when we deal with edelarner's aspectual choices separately.
Conversely, the aspectual choices made by L-eddicatrip represent tendencies, which remind
of TAL1 choices, and those by French native speatamsider Figure 75 below).

Figure 75. Aspectual perspectives by L-educated F&.informants in all videos
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When we calculated the averages for each acqunaltstage of the L1 / L2 retellings showing

the same aspectual choice, we observed the folpteimdency (Figure 76):
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Figure 76. Similar L1/L2 aspectual perspectives aoss stages
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The tendancy to use the same aspectual choicéndosame video in L1 and L2 is very high
(about 40%) across four stages from Stage 3 tceSalj drops slightly at the stage 6-7 to reach
25%.

This could be interpreted by the influence of thienglus material. Furthermore, the same

perspective in L1 and L2 could also be explaineiti@ievel of the conceptualiser, as the speaker
conceptualises the situations shown in the vidaod,tries to verbalise them by the same means
in both languages regardless of their specificifieshis case, making the same choices in the L1

and L2 can be possibly described as a transfer case
3.2.2.2.5. Functions of each form in the discoursd simultaneous events

At a second stage of the analysis of the formgrfate and the choice of aspectual perspectives,
we examined what function each form fulfilled iretdiscourse to construe the simultaneous
situations involved in each video. Our analysisspatgention to the following five roles found to
be played by the marked and unmarked forms in Rmd FrL2 and by the constructions with

versus without the preverbal marlgg:’id in TALL:
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- Introducing the first situation of the discoursgni®olized as Sj);

- Marking a change from one situation to the othdrilgvmaintaining the same form as in the
precedent proposition) along with a switch from tingt protagonist to the second (represented

asAsi);
We illustrate using the following example the twmdétions

(89) FO1, Salmon

Bon la je pense.

Que c’est une publicité aussi.

Et donc on voit les mains d’un cuisinier.
Qui prépare(Sitl) un poisson.

Qui I'a découpé.

Et un chat qui guett@sit) la scéne.

- Changing the form with no change of situation ia tlescription / narrative\(m);

- Changing the situation and the form, for exampteFiench switching from the marked
form with «en train de to the unmarked form, the simple present and vessa (represented

with the symbol 4sit+orm). The following example illustrates thgi.orm function.

(90) FO2, Birds

Donc dans cette scéne on voit deux personnagesisicien rasta.

Qui est«en train de (Sitl) jouer de la guitare éléctrique un air assez entaadt oui un
air peut étre du reggae.

Cay ressemble en tout cas.

Et un musicien noir rasta et a cote de lui il yreeipetite fille.

Qui avec une jupe et un collier d’inspiration taéitne qui dans@\s;t+form)-

- Introducing no change, this means that the sitnattbe protagonist and the form are
maintained in adjacent propositions)]. This means that the speaker chooses one fotatkto
about one situation of the video and employs ithore than one proposition talking about the

same situation.
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3.2.2.24.1. TAL1

We aim to verify whether the selection of the prba¢ markerga:’id is triggered by some
properties attached to the situations in questioth aor to the way they are perceived and
conceptually represented by informants. We alsolavdike to check if it plays a special
discursive role linked to staging two different sitaneous situations, in which case it would
occur in a different distribution from the othervees. Figure 77 presents a detailed analysis of

the functions of each of the four constructionthiem TAL1 retellings.

Figure 77. Use of progressive constructions and tldunction in TAL1 discourse
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The graph shows that both H-educated and L-edudafedmants favour the constructions
containingga:’id to set up the first situation of their retelling raathan the forms without.
Furthermore, the constructions wiffa:’id are favoured by H-educated speakers to play certai
roles, such as marking a switch of form (for a d®anof situation / protagonist). In this group,
the preverbal marker is more used as a contrasbiekethan in L-educated retellings where
contrasting forms is less frequent, and the chdrage one situation to another is equally done

by means of constructions with or withaa:’id.
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To sum up, we have seen in this part of the aratysit the interaction of forms with or without
the preverbal markega:’id in the discourse of simultaneous events in TAlleads that this
marker does not have clear-cut settings where gxdusively employed, even though we
observed some interesting tendencies. In factmtwkerga:’id was found to be used with more
systematicity by H-educated group. Indeed, thestkfices between the ways the two groups of
informants draw on the forms indicated that théedéint speaker profiles affected the ways they
usedga:’id or not in discourse. Among H-educated spealgasid was highly employed with
the global discursive functions of setting up tlrstfsituation in the discourse and marking
contrasts of forms and situations. We can claimdhadid plays a contrastive role with PV used

for the same aspectual value in discourse.
3.2.2.2.4.2. FrL1

Now, we turn to examining the interaction betweba marked form en train de and the
unmarked fornprésent de lindicatiin FrL1 retellings (See for ample details for eaetelling
Appendix 10). The findings are presented in Figi8e

Figure 78. Use oken train de> and Présent dd'indicatif in the retellings
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In general, H-educated informants seleen «rain de to set up the first situation more
frequently than the unmarked form. Furthermorejrggup the first situation in the discourse is
the role that is most frequently played by this stauction in the expression of simultaneous
situations. The same findings are verified with dueated informants despite the lower
frequency of the unmarked form. In fact, 73% ofgasitions containingen train de are used

to set up the first situation in the discourse. teeked form therefore plays a special role in the

discourse.

Despite this common feature, the role eh4rain de by the two groups shows a discrepancy: in
H-educated retellings, it rather serves to movenfame situation to another (28%, 10% of which
is accompanied by a change from the unmarked faml.-educated retellings however, it is

never used to contrast between situations onlys Theans that if one event is verbally
represented usinger train de, the change from that situation to another is agmomed by a

change of formAsom) from «en train de to présent de I'indicatif

The detailed analysis of each retelling confirmet tH-educated informants apply the discursive
strategy of contrasting the marked form with thenarked one more frequently than L-educated
group. What is more interesting to observe in ateltings by both groups is that when the
marked form is selected to set up the first situatn the discourse ()t it can be followed by
the unmarked form focusing on a contrast and intcody the second protagonist and situation
(see for example FO1 and Beakfast FO2Salmon. When the informants set up the first scene
using the unmarked formpiésent de lindicatjf they cannot switch to the marked form to
highlight a contrast or mark such a change. Thislates the hypothesis made above where we

observed that the combination U-M (unmarked therkethform) was not possible in FrL1.

Examining which situation is chosen to be descrifiest, i.e. is talked about first by the
informants already gives us interesting insightsualihe use of en train de to organise the
discourse using a temporal frame into which ano#iration comes to be interlocked. Yet,
occurring first in the discourse is not the soleparty attached to the marked form used as an
organisational tool. In fact, we find two instanaeshe retellings, whereew train de occurs in
the middle of the discourse, here are the excerpts:
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(91) F3, Kabaret

La il avait d0 boire du rhum ou quelque chose [E2]
Parce que dans I'état ou il était

Et puis il allait embéter la fill¢E2]

Qui étaiten train ddire le journal.[E1]

The use of en train de in this retelling does not invalidate our previdugothesis about the
role of the marked form in discourse. In fact, tharked form makebre un journala framing
event opening an interval of time within which tieent ofembéter la filleis interlocked. F3
does not verbalise EL1 first but by means ef &ain de construes it as a durative event which

constitutes a frame for E2, enclosing it.

Another similar occurrence is found in the retglik05, Fire. Through subordination, the
proposition with en train de expresses a framing situation that encloses tbat&n retold in
the previous propositions [E2]. In fact, FO5 stdtie retelling with pointing out that both
situations are happening in parallel, talks abdlfSP with the imperfective aspect, talks then
about P2/S2 using the unmarked form followed byntiaeked form describing P1/S1.

(92) FO5, Fire

Alors on est dans une caserne de pompiers

Etil y a un camion garé

Dans ce qui doit étre le garage des pompiers

Et sur un des murs, un téléphone est posé

Enfin un téléphone mural est fixé

Et au bout de quelques secondes de la fumée apparai

Le téléphone prend feu

Tandis que les pompiers s'affairent autour de amion
Sans se rendre compte que le téléphoneegstrain de brler

In this retelling, two devices are used: the unredrkorm and the marked form. Though the
marked form appears in a proposition that is suliseto the one containing the unmarked form
in the discourse, the selection of the marked fatearly indicates that the propositide
téléphone estn train debrdler functions as a temporal frame for the propositesmpompiers
s’affairent autour de leur camiormhis makes us refine our hypothesis regardingdleof «n
train de» in discourse as follows: if the marked form aheé tunmarked form are used to

verbalise two simultaneous events E1 and E2 thHen ptoposition (Pr) containing a marked
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form (Pra) generally precedes the one containing an unméiked (Pynma). The exception is
the case when it is explicitly expressed that.Rzonstrues E1, which acts as a temporal frame
that encloses E2. It means that E1 includes thee ™aring which the situation construed with

Pr.nmartakes place (see (92) above).

Consequently, the periphrasis witerntrain de opens a temporal frame that lasts longer than
the one expressed usipgésent de I'indicatif While both forms express that a situation is on-
going, the event for which the marked form is usedupposed to envelop the second one,

opening a temporal frame bigger than the one tlemtihmarked form conveys.
3.2.2.2.4.3. FrL2

Our investigation of the interface and staging@frfs in the discourse in TAL1 and FrL1 has
resulted in some interesting findings. In fact, ttwemparison of the results in both languages
helps formulate a few preliminary hypotheses camogr how @n train de is employed by

FrL2 speakers in discourse, and whether thereianéasties between our learners’ use of the
progressive markega:’id in TAL1 and of ®n train de in FrL2. We are therefore interested in
examining whether the informants’ L1 influencesithErL2 as far as the expression of

progressive events in this task is concerned.
We hypothesise that

The use of«en train de» by FrL2 learners would be different form the natigseeven at
very advanced varieties, due to the discourse fimrcthighlighted above which is

different from the way the progressive aspectualnkex is employed in TALL.

Our analyses of the staging of the marked and ukedafiorms across the different acquisitional

stages reveal interesting results.
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Figure 79. Functions of en train de» in building the discourse of simultaneous situatios in FrL2
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At Stage 2, the recourse to the marked form tougeSit is low. It plays this function in
discourse increasingly at Stage 3 to attain 70%sofotal occurrences. At the other stages, it
continues to play this role at most times. Thésent de I'indicatiexperiences an opposite fate,
as its use to set gilrops throughout the stages.
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Figure 80. Functions of theprésent simplen building the discourse of simultaneous situatios in

FrL2
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We can therefore conclude thatrntrain de appears in the basic variety as a non-analysed
chunk to express that some event is on-going. éndicourse of simultaneous events. A5, the
only informant who produces it at the basic varietys to emulate native speech unaware of its
functions in the discourse of simultaneous evefiésgeneralises its distribution and applies it to
any event regardless of the way they are stagédeirdiscourse. Awareness of its role in that
organisation increases throughout the stages, Witeeproductions display increasing awareness

of its discursive functions.

What is also worth looking at is the role ofnctrain de to mark a change of form and of
situation. We have argued above that when two $anebus situations are construed by means
of two forms of the progressiveer train de for one of them ang@résent de I'indicatifor the
second, en train de describes the event whose TSit opens a time fraithen which TSit of

the second one occurs. In other wordsn &ain de normally selected precedimyésent de
l'indicatif can happen subsequently to the unmarked form iongpecial cases, one of them
being subordination. We have seen an illustratiotiis in (92) above. Examining the instances
where the marked form is employed subsequenthhéounmarked form expressing a switch

from one situation / protagonist to the second alvénteresting findings about the way L2
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learners useen train de in discourse.

We counted exactly 14 instances eh«rain de playing Asit+formfunction in the discourse. This
coding includes all cases when there is a charmoye &my form to the periphrasis witkenrctrain

de». All the possibilities are listed in the followingtile:

Table 70. Use of en train de> for a change of situation and form in retelling sinultaneous situations

in FrL2
Asit+form Examples
Gérondif / @n train de AO01, Earthsea:

et un ami a elle vient la chercher.

et tout d' un coup en entendant les paroles

gu' elle était«en train de citer.

il s" est mis a pleurer

Passé compodé&en train de A01, Kabaret:

apres il s’est mis sur la chaise.

il a attrapé la premiére chaise.

il était vraiment saoul.

bon il s’est assis juste a coté de la dame.

qui est«en train de lire un journal.

BF / «en train de A4, Earthsea

Un monsieur la.

peut étre sa copine.

et elle/&esakite/ (le quittait / voulait le quitter...).
et lui il est«en train de pleurer.

et et peut étre elle /&areste/ avec elle quelquiesitas
ou /&Sepa/

A4, Salmon

Le monsieur&ile &prepare/ sa plat de poisson un plat
de poisson

et le le chat il esten train de manger sa les morceaux
de la de poissan

et lui peut étre il /&save/ pas

&kil son chat il /&améaze/ le poisson

voila.
Présent simple (progressive)| A4, Breakfast
«en train de euh la dame on voit la dame

elle fait le sport
et le monsieur la il esn train defaire la crépe.

The table gives a view of all the possible chanigesd to bring abouten train de in the
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middle or towards the end of the discourse. Foh gaxssibility, we have supplied an example.
In the first two ones, en train de construes the second situation in the retellingleathe first
one is verbalised using the gerund or the perfe@spect. In both casegrndrain de describes
an event that lasts longer than the one precedmegitoin the discourse. Subordination in this

case allows for this.

In the examples AZ&arthseaand A4,Salmonare ambiguous. The verbal elements written here
in phonetics can be interpreted to account for dedrevents as follows [our interpretation is put

between brackets]:

(93) A4, Earthsea

Un monsieur laJthere is a man here]

Peut étre sa copine et elle /&esakifdday be his girlfriend has left him]

Et lui il esten train depleurer.[and he is crying]

Et et peut étre elle /&areste/ avec elle quelquetutas [and may be he stayed with her
some minutes]

Ou /&Sepal.

(94) A4, Salmon

Le monsieur&ile &prepare/ sa plat de poisson un plat de poissphavait préparé / il
préparait un plat de poisson He had prepared / is preparing a meal with fish]

Et le le chat il esken train de manger sa les morceaux de la de poisson

Et lui peut étre il /&save/ pas.

&kil son chat il /&amaze/ le poisson voila.

In both examples, en train de focuses on the event that is part of the main skelef the
retelling (we shall return to the organisation edcdurse in the next section). Thereforen «
train de» is not selected for a proposition construing annevkat is parallel to another one
preceding it in the discourse. This is the cas®wflast example in Table 70. This type of
organisation of forms is not found in the produeti®f French nativesEn train de> in similar
productions occurs before the simple present. We tharefore claim that at this stage of
acquisition (Stage 3), the use dagrtrain de in discourse can present differences from the
natives’ even though juxtaposing the unmarked amadked form in this order makes perfect
sense. Therefore, awareness of its distributioncdnide discursive constraints it obeys when we

have parallel situations develops later in the eitional process.
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Now that we have seen in detail how the differemtmis expressing on-goingness are used to
express the types dbim of events, we investigate the other explicit desiowvhich, in
combination with aspectual styles or alone helpexpress the same temporal relation. As
mentioned before, the former case is called theakse aspectual style” and the latter “the
adverbial style” by Schmiedtova (2004).

3.2.2.3. Structuring of the discourse

As a reminder, every text a speaker produces ianswer to an implicit or explicit question,
which is called thguaestio(von Stutterheim & Klein 1989; von Stutterheim &eith 2002; von
Stutterheim et al. 2009 he quaestioguides and determines most of the choices madaédy
speaker throughout the text / discourse. The exmlitation of our retellings was made by
means of the question translatable into “What hapgen this scene?” As established earlier,
the retellings of the videos are of two types: dpsge accounts of events and narrations. To
remind the reader about the proportions of nareatifor each video and in each language and

learner variety, we supply the following graph lthea Table 39.
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Figure 81. Proportions of narratives

Proportions of nairatives

100% 93%

TAL1 FrLi FrL2

B Perfect Sim (%) HBInclusion (%)

As we have argued before, the proportions of naegdexts produced in each group (TALL,
FrL1, and FrL2) are quite comparable (The remainprgductions are called descriptive
accounts of events). Narrations seem to be affdntete following factors.

The first obvious factor is the type of simultageshown in the visual stimuli. In fact, it was

easier for informants, regardless of the languggeken to produce narrations out of videos
showing a situation whose TSit is included / irdekled in the TSit of another one. Producing
narrations out of two situations going on in palalas less easy. In addition, the profile of the
informants affects the type of texts they choosertmluce as an answer to our question (what
happened?). Indeed, H-educated informants, inhite= tgroups managed to make narratives for
perfectly simultaneous situations. L-educated imfamts chose that perspective less and

produced descriptive accounts more frequently btheevents they conceptualised.

For the inclusion type, the results of H-educatgdrmants are analogous. As for perf&umn
type, however, Tunisian informants produced monmgatizes in their mother language, TAL1

and in FrL2, compared to French native speakershén H-educated group who produced
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narratives only in 40% of the cases. The learnamstiuctions therefore represent a tendency in
between the source language TAL1 and the targgubsge FrL1. We can also hypothesise a
possible link between some cultural differencesvben France and Tunisia affecting the way

events shown in videos are retold.

We account separately for the two types of retgdjndescriptive accounts of events and
narrations, in our analysis of the structuring bé tdiscourse into main structure and side
structures. In fact, a descriptive text has a dhbffi€ organisation from a narrative one (Klein &
von Stutterheim 2002; Starren 2003). We have exasnmvhere the marked and unmarked forms
in TAL1, FrL1 and FrL2 descriptive accounts andratons were used, in the main structure

(MS) or the side structures (SS). We deal with eaolup of languages separately.

2.5.1. Structuring of TAL1 retellings

Figure 82. Discourse structuring and the differenfroms in TAL1

TALI1 organisation of the retellings

[\o]
th

20
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MS SS MS SS MS SS MS SS

2 1

qa:id+PV PV qu: "id+PVfi PI+fi

BDescriptive acconnts  BNarrations

The graph confirms that the organisation of thelliegs is different in the descriptive accounts
and in the narrations. Furthermore, the progressexéces are used differently in each type of

production. In fact, all four forms are most freqthg set in the main structure of the descriptive
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accounts (MS) and in the side structures of namat{SS)

However, PV and «PMi» constructions show some flexibility as some of thama used the
other way around, i.e., we find occurrences inNt& of narrations, and in the SS of descriptive
accounts. Constructions witfa:’id («ga:’id + PV + {i)»), however, show a stricter distribution,
which means, they are very rarely part of the M& ofrration or in the SS of a description. The

following is an illustration of a narrative (MSiis bold font):

(95) AO1,Kabaret
famma wehid .
There-is one
There is a guy

ga:id fi bla:sa .
PRG in place
Sitting in some place

yomkon ma  na-'raf-sh fitriiq walla ma  na'raf-sh.
May-be NEG PS1-know-NEG in-the-street  or NEG PSavikn
NEG

May be in the street but | am not sure

te'ib huwa e-(r)-ra;jil .
Tired him the-man

He is tired
masrah elakfariyya masrah
Theatre most-likely  Theatre

Most likely in a theatre

bon ena huw je l-bel-i besh  Yagni .
So PS1 PS3M come-PS3M to-mind-mine PAR PS3M-sing
I thought he was going to sing

ama Yyodhor .
But PS3M-seem

But it seems
shedid wahda dabbu:za mta' shrab.
Handle&AP&PS3M one  bottle of alcohol
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He has a bottle of alcohol

da:hir ka:n huwa yo-shrob ‘al-exir .
Seem&AP&PS3M  AUX PS3M PS3M-drink on-end
He seems to be a real drunkard

akahaw
That is it

lga mra .
Find-PS3M  woman
He found a woman

ma'ne-ha .
Meaning-it
meaning

ga:'da ta-qra fi-l majalla .
PRG PS3F-read PRG-the magazine

She was reading the magazine

q'ad yo-df'zor-I-ha .
PRG-PS3M  PS3M-look-to-her
He kept looking at her

In this extract, the introduction to the narratigerresponding to the orientation in the Labovian
framework, ends by a transitional elemakhaw(translatable into ‘that is it"). In TAL1 the
expression marks the transition from one part stioay to another, hence the end of the previous
part. It also functions here as marking the refeaémovement from the background of the story
to the main structure. The movement is also inditdty an aspectual contrast between the
perfect (use of the active participle) describitegess $hedid dabbouzaholding a bottle’) to the

perfective (use of SV form).

The following example illustrates the occurrencemfgressive constructions more in the MS of

the retellings:

(96) AO5,Kabaret
bon keyin komedien
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Then Aux&AP&PS3M comedian
So there is a comedian

mais huwa keyin ma'ne-ha
But PS3M Aux&AP&PS3M meaning-it
But he is | mean

sherib .
Drink&AP&PS3M
drunk

W keyin keyna bahd"e-h madame .
and Aux&AP&PS3M Aux&AP&PS3F near-him lady
and there is a lady next to him

hiya ta-gra fi-l journal .

PS3F PS3F-read PRG-the newspaper

She is reading the newspaper

w huwa ma'neha y-shu:ffi-ha .

And PS3M meaning-it PS3M-read PRG-her
And he is looking at her

y-gallaq fi-ha .
PS3M-bother PRG-her
And is bothering her

2.5.2. Structuring of FrL1 retellings

The use of the marked form en train de in FrL1, &y, reveals different results from TAL1

ones as revealed by Figure 83 below.
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Figure 83. Discourse structuring and the differenfroms in FrL1

FrL1 organisation ofretellings

‘ En train de ‘ Présent simple

BDescaiptive accounts HBENarrations

In fact, «n train de is located in the MS of narrations. We have very fiestances of en train

de» occurring in the background of a descriptive actoun

(97) FO4, Breakfast

Donc dans cette scéne on retrouve les le garctan\eeille dame de tout a I'heure.
Donc la il y a le garcon qui a le crane rasé.

Enfin qui est chauve.

Il esten train defaire des crépes ou des pancakes.
Il est dix heures moins dix.

Donc la il a réussi a se lever clairement.

Etily ala vieille dame.

Qui est en train d’écouter la radio.

Ou regarder la télé.

Et elle esten train desuivre.

En train dedanser en fait.

«En train de» is used to account for the on-going situatiormashin the videdreakfast The
speaker introduces the protagonists by means girdsentative twicelky a ...et il y a» placing
both of them in a particular space (there is). legentheless tries to enrich the account by

describing the protagonists in the side comments.

In FrL1 narrations howevergen train de> is more frequently placed in the SS (98).
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(98) FO1, kabaret

Donc la c’est une scene de théatre.

Donc au début on voit une jeune femme.

En train delire un journal.

Qui a I'air assez coinceée.

On va dire.

Et bon je comprends pas trop ce public.

Qui rigole mais bon.

Et puis on voit un clochard mais un homme habi#é és proprement et complétement
saoul.

Et puis qui voit cette femme.

Et qui va s'approcher d’elle.

En titubant.

Parce qu'il est completement bourré.

Et il va faire une espece de jeu de séduction.
On s’attend.

A ce qu'il drague en fait la jeune femme coincée.
Et & c6té de qui il s'est assis.

Et au final on se rend compte.

Que c'était juste.

Pour faire partir cette femme.

Et récupérer les chaises.

Pour se coucher dessus.

«En train de> is also possibly used in the MS of narrationse €kample (99) is an illustration.
The marked form expresses the simultaneity of the situations observed in the video
Breakfast The same situation is already mentioned in thef3Be narrative, and then brought to

the foreground, to express its parallelism to theatdon, which is put in the main structure.

(99) FO1, Breakfast

Ok donc la on revient sur les deux personnages.
Qu’on a qu’on a vus tout a I'heure.

Donc le jeune homme qui avait du mal a se réveiller
Et sa mere je pense

Qui qui qui tire dehors avec son fusil pour le riflee

Et la donc il est réveille

Il esten train dese faire son petit déjeuner

Et pendant ce temps il y a sa mére dans sa chambre
Qui fait de la gymnastique

En écoutant une émission a la radio

Je crois

Qui qui I'incite a faire des mouvements
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Et donc on la voit bouger tranquillement des pieds

Et puis au fur et a mesure elle se met a danser

Et en paralléle son fils dans la cuisine qui_esh train defaire cuire voire brdler des
crépes.

In FrL2, as we will see in the next pargntrain de is more straightforwardly used than by
French native speakers. In fact, it is almost esigkly set in the background of the narratives,

and in the foreground of descriptive accounts.
2.5.3. Structuring of FrL2 retellings

«En train de> seems to be the property of side structures inatiaes in FrL2 retellings. We
have some occurrences oérxtrain de in the MS of descriptive accounts as well (six

occurrences):

Figure 84. Discourse structuring and the differenfroms in FrL2

FrL2 organisation ofretellings
— 57
60 — =
S0 — —
40 = —
30 — =
20 — =
10 = = 8 8
= 4 =
0 — = “ % :
MS SS MS SS
En train de Présent simple
BDescariptive accounts BENarrations

We examined in detail the structuring oén«train de by each of our L2 learners. The

investigation resulted in the findings displayedrigure 85 and Figure 86 below.
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Figure 85. Structuring and <«en train de» in descriptive accounts of events

FrL2 - Descriptive accounts of events

14
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As Figure 85 shows, only four learners uga «ain de in the SS of the descriptive accounts.

A9 seems to applyen train de frequently in SS and MS. We can talk about a cdse o
generalisation of the marker as far as the consbruof discourse is concerned. Figure 86 shows
some occurrences oen train de in the MS of narratives, by mainly four informansdl the

others’ use of the progressive marked form follengear pattern.

Figure 86. Discourse structuring and en train de» in FrL2 narratives

FrL2 - Narrations
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Conversely, employing the marked form in the baclkgd of a narrative seems to be more
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possible at later stages of acquisition. Consither higher frequency ofew train de in

narratives at the advanced stages, more precizypnd Stage 5 (Figure 86).
2.6. Conclusions

Based on the analyses detailed above, the conckigie draw are as follows:

In TAL1 all four forms are most frequently placedthe foreground of the descriptive accounts

(MS) and in the background of narrations (SS)

However, PV and «PMi» constructions show some flexibility as some of thama used the
other way around, i.e., we find instances of tloeicurrence in the MS of narrations, and in the
SS of descriptive accounts. Constructions wgéid («ga:’id + PV + {i)»), however, show a
stricter distribution, which means they are vemghaset in the MS of a narration or in the SS of

a description.

«En train de» is structured in the SS of FrL1 narrations. Cosely, we have very few instances

of «en train de occurring in the background of a descriptive actoun

In FrL2, <«en train de is used more straightforwardly than by Frencliveaipeakers. In fact, it
is almost exclusively part of the background of theratives, and of the foreground of

descriptive accounts.

With these conclusions, we close the analyses ehaptour project. We have narrowed down
our presentation of the analyses of the role okesin expressing tempor&im from the
proposition level to the discourse level. We haealdin the first section with the different on-
goingness devices, the lexical contents attachditeto, and in the second one with the different
aspectual styles by the different speakers, thgirsggeof the on-goingness devices in discourse,
and we finished the account with the analysis efdiganisation of the discourse. We reconsider
in the following chapter the main findings discugsthem with the available literature in order

to propose some explanatory factors of the differesults.
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CHAPTER 4

SUMMARY AND DISCUSSION OF RESULTS
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4.0. Introduction

In this research project, we aimed at investigakiogy Simrelation of events is expressed using
on-goingness devices in discourse in TALL, Frenthahd L2 by Tunisian learners at different
acquisitional stages, from the basic variety towbey advanced / near-native stage. At the same
time, the investigation of retellings of simultanscevents informed us about the distribution of
the marked and unmarked devices for expressingoorggess in each native language and
learner variety. This contributes to the understamdf how on-goingness is expressed in
Tunisian Arabic, an area of research that hasvedaiery limited attention to date. We chose to
investigate the on-goingness devices at two levkethe oral productions. Indeed, we examined
the forms at the proposition level, focussing maioh the frequencies of forms and the lexical
contents selected for them; and the discourse ieliete we went beyond the adjacent context of
on-goingness devices to examine the interface atgdaiction of forms in order to convey the

relation ofSimbetween events.

In this chapter, we will present the main findingfsour research investigation. First, we will
summarise how Tunisian and French native speakeisiethe marked and unmarked forms to
express the simultaneity of events in their proidnst We will therefore perform a comparison
of the results of the two languages we investigatduich will help us interpret our findings
regarding the productions in L2 French. We willoatecapitulate the main results of analyses of
FrL2 by Tunisian learners. We will complete the Iggia by providing an overview of the
observed similarities and differences across onguages as to the role of the marked and
unmarked forms in expressisgm and we will compare our results with the existiagearch on

the questions investigated.
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4.1. Conclusions on the role of aspect in expresgirsimultaneity:

Comparing Tunisian Arabic L1 and French L1

In this project, we compared the oral retellingsduced in TAL1 and French L1 in relating the
simultaneous situations showed in eight differedews.

This verbal task allowed us to elicit the expressbon-goingness in the two languages. In fact,
our study confirms - following research by Lecler2P07) or Schmiedtova (2004) - that
retelling simultaneous events allows the elicitatad progressive forms. For example, Leclercq
(2007; 2008) shows thaen train de is highly used in the context of simultaneity. Sabaihova
(2004, pp.41-42) argues that aspectual markingnathé example ‘Mary was closing the

window, Peter came into the room’ indicates unambigly temporal simultaneity.

Our verbal task indeed allowed us to study all phssible means to express on-goingness in
TAL1 and in FrL1. We examined the most frequen#iested ones in the context of the single
proposition as well as in the context of discoui¥e. have therefore exploited this verbal task to
find out about the specificities of the differerevites expressing on-goingness in Tunisian
Arabic, and taken the opportunity to deepen ourewstdnding of howen train de is employed

in discourse.

Here, we present the results of our contrastivéyaisaof these two languages. Our investigation
revealed very interesting similarities between Fantl TAL1 productions in the task of retelling

simultaneous events from visual stimuli but alsceeted many striking differences.
4.1.1. Similarities

4.1.1.1. Use of on-goingness devices in expressimgultaneity of events

Both TAL1 and French native informants exploit thevices marking on-goingness to express
simultaneity of events. Indeed, in both languagefmrmants tend to uphold the progressive
aspect to express perfect parallelism of the videtsations described, and aspectual contrast in

order to express that one situation is interlockét the second.
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Both TAL1 and FrL1 possess many lexical possilktitto express that a particular event is on-
going. They have what we have called following keect] (2009) ‘marked’ and ‘unmarked’

forms.

The most frequently selected device in French & uhmarked formle présent simpleThe
periphrasis €tre) «en train de is the second most used device and is labeled #rkeah form
since it can only occur in progressive contextsis Teonfirms Leclercq's (2007) finding

regarding the frequency of the periphrasis in Fnemative speech.

As for the most frequently chosen on-goingness adsviin TAL1, we identified the four

following constructions, whose main element remdesprefixed verb form (PV):
(i) PV

(i) «PV +fi»

(i) «ga:’id + PV»

(iv) «ga’’id + PV+fi»

Except PV, the constructions contain markers ofjoimgness, namely andga:’id.

The progressive value attributed to the PV in sametexts is attested in some studies (e.g.,
Carroll et al. (2004)). ga’id is identified in some studies to be a preverbatkeraof on-
goingness in some SALs, (e.g., (e.g., Al Nasse®1)%r Kuwaiti Arabic; Cuvalay (1991) for
the SAL of Tunis and Hmidani (2010) for Gulf ArapicHowever, the post verbal markewas
hardly mentioned in any work. We believe this forpat of our original contribution to the
understanding of the expression of on-goingnessTumisian Arabic (see also Saddour
(forthcoming)).

We established the obligatory contexts of the dde &t is necessary when the speaker views a
particular event as in progress at a certain reteretime, the speaker uses in utterance a
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transitive verb that requires a direct object campnt. However, it was observed that the use of
ga’id in the datamanifested itself less systematically. Therefonegurr contrastive analysis of
the two languages, we can hypothesise that botlhe saacommon feature regarding the
expression of on-goingness. This similarity is dptional character of the markega:’id and
«en train de in TAL1 and FrL1 respectively. This makes the esgren of on-going-ness in
Tunisian Arabic different from its neighbouring tarage, Algerian Arabic, reported to be more

similar to that of English in the study of Carretlal. (2004), when they say:

«The pattern of event construal in English is disond in Algerian

Arabic, a language which also codes on-goingnessgatically on the

verb.»
A review of the literature revealed a real gapaseaarch oma:’id and on Tunisian temporality
in general, while for French research is more ab#l and informative about the uses eh«
train de» in the context of discourse (e.g., Leclercq 2000rtr 2005; Mortier 2008; Pusch
2003).

We have examined the roles and contexts of digtabwf each form for both languages in order
to find some systematicity in their apparently ramdconduct. We were therefore able to

conclude as follows.

ga:id as well as en train de play discursive roles that go beyond the propasikével. They are
used in the retellings of two simultaneous situaito set up the event, which acts as a frame to
the rest of the events. For instance, 73% of inéom® select en train de to set up the first

situation in discourse.

Therefore,ga:’id and «n train de are selected by native speakers of the two languagee
than the other possible forms to establish theaspkcontrast implying th&im of a durative
event with a bounded event. This means that thagrgdly construe events that are open across
longer intervals of time. Actually, when we reléte simultaneous eventser train de> is used

for an event that opens across a larger intervainoé. Our finding highlights new paths for

exploration as far as this aspectual marker is eoed. Indeed, the durative reading of this
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aspectual marker cannot completely be ruled outrapnto what some studies suggest (e.qg.,
Bertinetto 2000; Mortier 2005). Our finding corrahtes Leclercg's (2007) when she points out
to the close affinities she observes between thiphrasis with en train de and the selection
of durative predicates.

Another interesting similarity abougfa:’id and <«n train de is that they are more used in rich
and elaborate retellings. In fact, we found thenrema the productions by H-educated rather

than L-educated informants. This is what we devaidpe following point of our summary.

4.1.1.2. The informants’ response to the complex gk of relating simultaneous

events

The two groups’ retellings were different regardieggth and complexity, as demonstrated by
the narrative complexity analyses we conductedfaet, when we compared the general
characteristics of the productions of the two stdoigs in TAL1 and FrL1, we found striking
similarities related to the profiles of the inform& chosen for the task. Our groups of
informants in each L1 are made of very Low educa®dvell as highly educated informants.
The profiles in each language were very compardiie. retellings revealed that the profile of
the participants affected the way they went abetdlling simultaneous events and the way they
responded to the task. These distinctions are sggtematic and concern nearly all the features
studied including: the length of the retellingss tumber of propositions, the degree of narrative
complexity, the type of retellings produced and thyges of progresssivity devices used. The
only feature on which the two groups of L-educased H-educated informants did not differ
much was the measurement\dcd Both groups in each language showed a similatisiee
lexicon. Some lowVocd scores of certain TAL1 informants were explaingdthe lack of
exposure to L1. This observation is not very ssipg. In fact, multilingual speakers are known
to typically face certain difficulties speakingtimeir mother language when their exposure to it is
rare or inexistent. The extreme case is calledst'flanguage attrition”, and it is the “non
pathological” loss of L1 (Schmid 2002; 2004).

In summary, regardless of the language, perhapssuaqgirisingly, H-educated informants
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produced longer and richer retellings than L-edet@&formants. Furthermore, retellings in both
groups vary in narrative complexity and generalhedticated informants produced retellings
that are more complex. We statistically demonstrakat this variance in complexity resulted
from the profile of the informants rather than tieure of the scenes used for the task, and that
the dispersion in the complexity of narratives wagher among H-educated speakers. In
addition, H-educated informants produced more tiggs than L-educated groups even about

the videos that do not show any obvious progressiotine time line.

Systematic differences between L-educated and Hated groups were also observed in the
choice of the core components. H-educated inforsnapted for an organisation that matches the
visual stimuli while L-educated informants startiwihe situation with which the visual material
ends, which is more easily retrievable in termsn@mory. They opt for easier options of
retrieval from memory (S2 first or talk about ontation only). They also account for a lesser
degree of granularity than H-educated speakersSdb-events are more frequent in TAL1
retellings than in FrL1. Here we raise the queséisrio why this is the case by considering what
can make H-educated speakers account more forrémailgrity of events? Furthermore, why
TAL1 speakers segment events more than Frenchenspiiwakers do?

The research into granularity attests that segrtientds important to human perception and
understanding. In fact, «Just as segmenting inesp@démportant for understanding objects,
segmenting in time is important for understandingrgés» Zacks & Swallow (2007, p.80). In
physical sciences, two factors affecting event smgation into bounded events are
demonstrated by Zacks & Swallow (2007, pp.81-8ResSE are “sensory features” of the visual
input as well as “conceptual features”. They exptaem as follows:

«How does the brain perform this segmentation? éhadd indicates that
the brain and mind track features of one’s envirentvand that when a
salient feature changes unpredictably an eventdroyns perceived [...]

The critical features may include sensory featusaesh as color, sound,
and movement, and conceptual features, such ase-eadseffect

interactions and actors’ goals. Sensory featukedyliare processed in a
primarily bottom-up fashion, in which the nature tbe processing is
determined primarily by perceptual input. Procegsionceptual features,
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however, likely relies on top-down processing thategrates an
observer’'s representation of the current event witbviously stored
knowledge. For example, segmenting events baseanoactor's goals
requires maintaining a representation of thosesgoaér time and often
will depend on prior knowledge about the actor'spdisitions and
abilities. »

In other words, both physical movement featureschsas changes in location and
conceptualisation of the changes in actors’ gody pnportant roles in the segmentation of
activity into events. Zacks & Swallovib(d) attest however, that other factors may play a ol
whether or not a speaker chooses to segment avityacihey point out to the individual

attention and roles in completing a particular task

«There is evidence that observers can adapt tleformance of the
buttonpressing segmentation task based on sit@gtioeeds. For
example, observers adjust the temporal grain of fegmentation based
on explicit instructions, the sort of informationey are trying to learn
from stimulus and how much they know about thevégtithey are

watching. » ipid, p.81)

This might provide an explanation of why L-educai@f@drmants account less for granularity in
their productions than H-educated informants, ifliwk this finding to the overall results related
to the differences between the two subgroups. \M&ady know that their responses to the tasks
were different. Their attention and perception loé tevents involved might also have been

different.

The possibility that the conceptualisation of aerdgvand its segmentation is affected by social

conventions is not to be ruled out.

«We believe that a number of little-studied feasufeom purely sensory
to purely conceptual, must be important for evegnsentation. Toward
the sensory end are features such as sound, liglaind contact between
actors and objects. Toward the conceptual endeateires such as goals
and social conventions. In the middle are featwesh as sequential
statistical structure - that is, the order in wheslents tend to occur. The
systematic exploration of these bases for segmentais a
second important research goalibid, p.83)
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Therefore, we can hypothesise that the differenobserved between TAL1 and FrL1

productions as to event segmentation can be raotgoime social norms of retelling events.

Finding out that the selection of the progressivarkarsga:’id and «n train de was also
different by H-educated and L-educated informaegsesents an original discovery. This finding
can be easily related to the features outlined aldthe retellings by this sub-group. Concisely,
H-educated speakers produce more elaborate, morgleo and longer retellings in which they
select more en train de than L-educated informants do. This could implyt tte selection of
«en train de is affected by the overall discursive choices mau#,only by the type of events

construed or by the nature of the task.

The difference observed between H-educated andutated groups in our L1 languages
regarding the use of on-goingness devices is rghezling. In the literature, we have evidence
that the reading ability in a language might aftbet oral skills of a particular speaker, and more
specifically his / her narrative abilities. Moreesffically, Emeet al (2009) compare narratives

produced by literate informants with those narediby illiterate ones and reach this conclusion.

They define after Baydaat al. (1993) illiteracy as follows :

«L'illettrisme désigne I'absence de maitrise déalague écrite chez des
adolescents et des adultes qui ont été scolaricgsalifie des individus
qui peuvent signer de leur nom, remplir les demandienformations
personnelles d’un document et utiliser un prograntd®adélévision, mais
qui ne sont pas a méme de remplir un cheque owletib d’inscription
ni de lire la notice d’'un médicament (Baydar et 40993). L'illettrisme
correspond donc a un échec de I'acquisition fonutelle de la langue
écrite. Les personnes en situation dillettrismentsdites ‘illettrées’
(Emeet al.2009, p.124)

They note that illiterate speakers produce leds marratives, characterised by a significantly
different use of vocabulary, adjectives and prepms and a simpler syntax and clause
chaining. llliterate people are also reported tdpice rather descriptive accounts whenever they
are asked to make a narrative. It means that tberyodl necessarily seek to build a story each
time they are asked to. Conversely, literate peppdeluce elaborate narratives characterised by

clear spatio-temporal references as well as maetipronouns, and relative clauses. We insist
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nevertheless that our data do not necessarily vevcases of illiteracy. We did not measure or
establish literacy profiles of informants per sewdver, we have evidence that many of our L-
educated informants in TAL1 and FrL1 are literatée have learnt during discussions before
and after the recordings with some of our inforraahiat these latter read the daily press and
refer to famous local newspapers when talking atlmihews and the political system in France.
This allows us to discard the generalisation thatdifference observed between H-educated and

L-educated informants could be explained by litgrac

Our explanatory factor is the direct and indireapact of schooling on the speakers’ general
skills regarding their response to a certain tdsk.fact, due to the regular exposure to
assignements and different tasks on almost a dmlis, what we would call in French
“I'exercice scolairg students acquire and develop their awarenefisedimportance of the good
completion of a certain task. This includes demmatisty good organisation and presentation of
their ideas, from conceptualisation to verbalisatio borrow Levelt (1989)'s terminology. This
also involves the capacities of elaboration andeligwment of those ideas and structuring them
within a global text/discourse. These factors mmgktl explain why it is more ‘natural’ for H-
educated speakers to respond to a similar tasky Weee able to overcome the intricacies of
talking about two events happening at the same dintkbeing left free to find the way to do it.
Most of them managed to build a narrative, everughothe situations presented were not
helping with any progression on the time axis. Thlsp used more linguistic resources to make
their retellings more elaborate. The same factoghtalso explain why many of the L-educated
speakers started the task by laughing, ironisiegeating the question we asked, and pointing
out that what they had just seen in the videos massense rfimporte quoi, undecipherable
“c’est du japonais or empty ‘1e désert; “pas grand chose Here are some examples to

illustrate the way L-educated speakers respondétkttask:

(100) A4,Birds

*EXP: Qu’est ce qui s’est passé dans cette scéne ?
*SUJ: n' importe quoi la

Le monsieur en train &lafe la musigue

Et la meuf la elle est en train &ledanse

C’est tout
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(101) F4,Birds

*EXP: Qu’est ce qui s'est passé dans cette scene ?
*SUJ : Oui alors la chais pas

Un guitariste pas grand chose

Pas grand chose

Il'y a une petite fille qui danse

Une petite pre ado avec un guitariste

Jai rien vu d' autre

102) F4, Earthsea

*EXP: Qu’est ce qui s'est passé dans cette scene ?
*SUJ: ben je vais dire

C’est du pur japonais la

&Se pas

Je dirais pas grand chose

Vraiment c’est pour moi un désert

La situationla situation beau paysage

Le soleil se léeve dans un champ

Je suppose a kyoto ou

Un homme qui pleure

Ce qui est incroyable

Parce qu’on doit pas pleurer

Une femme qui non c’est méme pas une femme
Attends

C’est méme pas des ados d' ailleurs

Je pense qu'ils sont encore

C’est des pré ados

Bon ben voila et les couleurs sont trés belles

The differences observed between the responsesrofn® populations to the same task; L-
educated, manual workers and H-educated occupyigiglyhskilled professions, recall the
contemporary debate about the impact of socialngéhg on language skills. In fact, research of
Labov (1977), or Bourdieu’s concept of “culturalpttal” (Collins 2000, p.68), Bernstein's
(1971; 1973; 1977) “code theory” or else Gee's @)%9 “Discourse” made significant
contributions. All of them make a distinction beeme“primary socialisation” developed in

intimate contexts and in peer groups and “seconslacialisation”, developed in educational and

“7 Cited in Collins (2000).
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professional contexts. Bernstein (1971, p.143)yatds in the first of the three volumes of his
book Class, Codes and Contrtthat belonging to a particular social group shapesway we

communicate. In particular, he emphasises the aédptrof social position in language and
consciousness (Collins 2000) and links communioasikills to the nature of the work activity

and work relations of the speakers:

«If a social group by virtue of its class relatidhat is a result of its
common occupational function and social status, desloped strong
communal bonds; if the work relations of this graffers little variety
or little exercise in decision-making; if assertidt is to be successful,
must be a collective rather than an individual attthe work task
requires physical manipulation and control rathéant symbolic
organisation and control; if the diminished auttyodf the man at work
is transformed into an authority of power at homhi¢he home is over-
crowded and limits the variety of situations it caffer; if the children
socialize each other in an environment offeringeliintellectual stimuli;
if all these attributes are found in one settirtggnt it is plausible to
assume that such a social setting will generatearticplar form of
communication which will shape the intellectualcisb and affective
orientation of the children.»

The professional activity of a particular speakartly determines the “social role” he or she
learns. This “social role” controls the speech pss; from conceptualisation to verbalisation and

communication skills in turn inform about the sdcizle as pointed out in the following quote

(the italics are the author’s choice).

«Individuals come to learn their social roles tlglouthe process of
communication. A social role from this point of wiés a constellation of
shared, learned meanings through which individaas able to enter
stable consistent and publicly recognised formisitefraction with others.
A social role can then be considered as a complading activity

controlling both the creation and organisation giesific meanings and
the conditions for their transmission and reception(Bernstein 1971,
pp.144-145)

Speech is, according to Bernstein (1971, pp.144;1é@uenced by contextual and cultural
controls. He distinguishes between two linguistdes, the “elaborated code” and a “restricted

code”, without making them the only possible lirglid codes. The elaborated code implies
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larger use of a “wide rage of syntactic alternativand flexibility in the use of those
alternatives, “greater lexical differentiation afrtain semantic fields”, greater facility of making
“subjective intent” explicit and longer verbal prang of the message than the restricted code.
The restricted code however implies “simplificatiand rigidity of syntax”, “narrow range of
semantic fields” to draw vocabulary from, unelalbedaverbal intentions”, “reduced articulatory
clues”, “discontinous meanings”, “a low level ofnggctic and vocabulary selection” and an

implicit subjective content.

These features echo our findings regarding theachenistics of verbal productions of the L-
educated and the H-educated groups. Some featis@sssed above are found to characterise
one group or the other. These descriptions helpenstahd the differences between our two

groups’ productions.

What is interesting to explore in Bernstein's (3,9¥473; 1977; 2000) theory is why exactly is
the restricted code associated with rigidity oftaxnand simplification, and why the elaborated
one is associated with elaborate style and contdwet.four major social forces that influence the
development and of the two codes are (i) the fantily the age group / peer group, (iii) the
school and (iv) the work. The two latter, i.e., @@hand work, constitute variables that we
manipulated when we selected the informants. Ity &tucational level is a discriminatory factor
separating our two sub-groups for the two L1s itigated. Bernstein (1977, p.185) defines
education as a

«...class-allocatory device, socially creating, nmaimnhg and
reproducing non-specialised and specialised skidlsd specialised
dispositions which have an approximate relevanceth® mode of
production. »
Our finding about the different way of respondingtiie task between the sub-groups brings to

mind the notion of “performance rule” he develops.

Therefore, we can conclude that our findings shtiimiges with Bernstein’s code theory with
specific relation to the impact of schooling andfpssion on speakers’ response to a particular

task. Though quite aged now, Bernstein's (19713,12977; 2000) theory is still supported by
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more recent work as referenced, such as Bourdieu’s.

Because of this finding, and in line with von Stdteimet al (2009), we postulate that in order
to study the specificities of aspectual markera specific language, the investigator should deal
with a number of factors affecting speech. Not aldgs he /she need to examine the utterances
in the context of their occurrence, but also toedsify the sample of informants as their
linguistic profiles are affected by their socio-f@ssional profiles. This is rarely taken care of
effectively when a particular L1 is dealt with,\as tend to speak about it as a homogeneous unit
that applies to all those who are born speakingallowing our observations, there are as many
varieties of a native language as there are spgakéich is not a new idea. We insist however
that we should take care of the use of native $pg®ying special attention in our sampling and
interpretation of research findings to the fact thalifferent native speakers’ group could use it

differently.

Another similarity noted between TAL1 and FrL1 etated to the lexical contents selected with
the different forms. When the unmarked forms areseh (PV andorésent de lindicatjf
dynamic 1-State lexical contents are generallycsete When speakers select 2-State lexical
contents to construe a particular event, they aédect the progressive markga:’'id and en
train de> more often. This could imply that botja:’id and «n train de are used differently
from the simple unmarked forms in the respectivigleages. The marked forms serve to open a
time interval in the otherwise bounded lexical emt$. They allow the expansion of the verb
used to accommodate the perspective taken on #rgse\ his finding is supported by Leclercq's
(2007) observation about the lexical contents shwd with the French markeew train de.
Indeed, she split Klein's (1994) category of 2Stents into two sub-categories accommodating
those that are durative and generally selected ithtrain de (2-State durative contents) and

those that are punctual.

As far as the use of forms to structure the diss®us concerned, we observed similarities
between the languages. All the forms expressingaingness were found to be placed in the
main structure of the descriptive accounts andhénside structures of narrations. Some forms in
TAL1, PV and «PV+i» constructions show some flexibility as some of theme distributed the
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other way around, i.e., we find instances in thennsdructure of narrations, and in the side
structures of descriptive accounts. Constructiorth ga:’id («ga:’id + PV + (i) »), however,
show a stricter distribution, which means, they\agy rarely set in the MS of a narration or in
the SS of a description.Ew train de> is used in the MS of narrations. We have very few

instances of en train de occurring in the background of a descriptive ac¢oun

4.1.2. Differences

Even though the languages have very different teahmystems, we observed some similarities
as to the role of progressive markegs’id and en train de in the retelling of simultaneous
events. We also noted considerable differencesdastvboth languages. One difference is that
overall, Tunisian H-educated informants producedemnoarratives in their mother language
(83%) compared to French native H-educated group prdoduced narratives in 73% of the
cases. We focus here on the differences in on-gesgymarking summarising first those with
relation to the linguistic entities selected andnthihe differences between the ways aspectual
perspectives are taken to respond to the taskeinwb languages in the wider context of the

discourse of simultaneous events.

4.1.2.1. Expression of on-goingness in Tunisian Abec and in French native

productions
4.1.2.1.1. Different lexical orgins ofja:’id and «en train de»

We showed that TAL1 as well as FrL1 speakers haaeynlinguistic options in their languages
to express that a particular event is on-going aewain reference time. In fact, progressive
periphrases, containirga:’'id and «n train de in TAL1 and FrL1 respectively compete and are
contrasted with the non-marked expression of ongya@vents. Nonetheless, the nature and
lexical origins of these means are different. Owaging from the verlg’ad (he sat),ga:’id
conveys a static state of affairs (sitting, stayistgl). It is therefore comparable to the
progressive marking in Italian or Spanish with tise ofstare andestarauxiliaries respectively

(HaBler 2002; Squartini 1998). Howeveren«train de with its main componenttrain”
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indicates movement, progress and dynamicity (Laxl2805; Mortier 2005; Mortier 2008).
4.1.2.1.2. Different discursive functions ofjla:'id and «en train de»

Even thougiga:’id plays a discursive function in retelling simultaoe situations, setting in the
majority of the cases the first event in the disseuthere are many exceptions to this rule,
unlike <en train de which seems to follow an unambiguous rule when usetbuild two
simultaneous events. Indeed, if the marked form thedunmarked form are used to verbalise
two simultaneous events E1 and E2 then, the proposcontaining a marked form (R
generally precedes the one containing an unmaréed {Prnma). The exception is the case
when it is explicitly expressed that.grconstrues E1, which acts as a temporal frame that
encloses E2. It means that E1 includes the Timgluvhich the situation construed with,Rfar
takes place. Consequently, the periphrasis wath tkain de opens a temporal frame that lasts
longer than the one expressed by means of the kethémrm. While both forms express that a
situation is on-going, the event for which the neafKorm is used is supposed to enclose the
second one, opening a temporal frame bigger tharotie that the unmarked form conveys. No
exception to this rule is found in our data. Emptgyqa:’id however, shows more flexibility of

use in the context of discourse.
4.1.2.1.3fi as aspectual marker in Tunisian Arabic

Another difference in the expression of on-goingnes the two languages is of course the
existence of a postverbal progressive mafker Tunisian ArabicFi developed progressively
from a locative / spatial preposition “in” to arpastual marker indicating that the TT is included
in the TSit.fi is in other contexts still used in TAL1 as a pwepion indicating location in space
as in (103) but also in time (104).

(103) Hani fi(j)jarda
Here-l-am in-the-garden
| am in the garden)

(104) Wsil-t fi ‘ashra dga:yaq
Arrive-PS1  in ten minutes
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| arrived in ten minutes

The differences betweef as in example (104) and the progressive marker,aar follows:
Firstly, the temporal prepositiofi introduces a propositional phrase whereas thergssiye
marker integrates a direct object complement, tpsihe prepositional function. Secondly, and
regarding the temporal meaning of the two entitibs, prepositiorii englobes the whole TSit,
while the marker focuses on only a time intervalhwi the TSit. The former’s equivalent in

English would be the prepositiom as in “He did it in two hours”.

Therefore,fi seems to have followed a grammaticalisation profesa a grammatical form
(preposition) to a “more grammatical” form (Pré®oFagard 2007). As showed by the analyses,
this marker has very clear-cut settings: in progjke@scontexts in the presence of direct object
complements. In such contexts,i$ no longer part of a prepositional phrase, kart pf the
object complement. It can in some propositions beduas an affix, fused with the object

complement as in the examilesh ta3mal?.e., “what are you doing?”
Following the definition of grammaticalisation bypper and Traugott (2003, p. 18)

«Change whereby lexical items and constructions ecam certain

linguistic contexts to serve grammatical functiorend, once

grammaticalized, continue to develop new grammiéfiicections.»
We can say thdi underwent a change and developed from a gramrhsg¢idatem to another
grammaticalised item playing a new function, whistpresses an event in progress. This process
is not specific to TAL1 only. In facfj has some counterparts that also developed in sgioden
Arabic languages to express on-goingness. Conséideinstance the markdsi- in Egyptian
Arabic (Mitchell 1962, p.81), which developed frahe locative prepositiohi.

«bi- is used when reference is to continuative or tonabiaction, e.g.
biti'mil eeH? what are you doind#lyoxroj min shoghlu badri-f ramadaan
he leaves work early during Ramadama ba'rafu min mudda tawiila
awi I've know him for a very long timehiykkallim 'arabi kwayyishe

“8 Cited in Comajoan & Saldanya (2005, p.45)
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speaks Arabic well.»

Of course, the difference betwefrin TAL1 andbi- in Egyptian Arabic is thabi precedes the
verb wherea$ follows it. The phenomenon is not to be confusetth aishift from an accusative
construction to a prepositional phrase, a phenomémat was described by Kinberg (1981). In
fact, the presence @if does not simply transform direct objects into délceusative with indirect
objects introduced by prepositions, a phenomenanishobserved by Kinberg (1981) in Hebrew
and in Classical Arabicln other words, we suppose that the aspectual mdrkéoes not
introduce a prepositional phrase in the contexbrofgoing events. It is attached to the direct

object complement and is part of it as an aspeataaker.

The development of a locative entity into an ap@atnarker of progressive is rather a familiar
case of grammaticalisation in languages. In facDutch for instance, marking the progressive
is possible using the construction prepositaan het+ infinitive (at the+ infinitive) which
occurs withzijn (to be) as in éen man is viool aan het spleef@ man is violin at the play) (von
Stutterheim et al. 2009, p.1783)owever, its post-verbal position and possible cioeiion with
the preverbal markega:’id is rather atypical. One would wonder, if Tunisirabic has many
lexical ways to refer to an event as on-going @adicular reference time, why should it be
combined with yet another marker preceding the atbjemplement with transitive verb$?

may indeed appear redundant.

We therefore hypothesise that when a predicatduvmgtwo arguments (an agent and a patient)

construes an on-going event, it is not only theneWeat is represented as being in progress, but
also the object affected. So yaqgra fi kteb(reading (in) a book), the book is represented

unfinished as opposed y@agra kteb(he reads a book) where reading the book is repted as

completed, and so is the book: “finished”.

We hypothesise with regard to these findings tiat motion of on-goingness in TAL1 is
expressed not only in verbs but also in NPs. Dudégresence df, they are ‘temporalised’ in
accordance with Klein's (1994, pp.221-224) hypadathebout ‘temporalised’ NPs. They can

therefore be seen as completed or in progresshaok).
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We also put forward this very tentative assumptta@t whilega:’'id marks the TT as included in
TSit, fi establishes establishes some sort of a contaimecl{ is a reminder of its original

locative meaning) whereby TT is contained in TSit.

With regard to these differences between the learhé& and the target language, we could build
some hypotheses about the FrL2 retellings by tinees®AL1 informants. A summary of the
results on FrL2 retellings is provided in the faliag section.

4.1.2.2. Aspectual styles in expressing simultangit

We identified in our data two broad categories gffextual perspectives: aspectual upholding
when the progressive is expressed for both simettas events and aspectual contrast when it is
used for only one event and contrasted with a rrogrpssive aspect. As part of the first type,
two possibilities could be observed: upholding ferior contrasting different on-goingness

devices.

While the general aspectual strategies are sinml&AL1 and in FrL1 from the perspective that
both groups of native speakers resort to aspepintposition and contrast, depending on the
type of Simrepresented and on individual choices, the frequeamd method of their use was
different across languages. In the case of aspgagimlding, TAL1 informants tend to contrast
forms expressing on-goingness more often than Eid.1French native speakers tend to select
the same form for both situations more often thaeytcontrast forms. In the second case,
aspectual contrast is achieved most of the timeutyir the opposition between the progressive
and the Suffixed verb form (SV) expressing perfastiin TALL. In FrL1, the progressive

aspect is contrasted with the narrative present.

As for the differences between the way TAL1 andIFdpeakers apply aspectual contrast and
juxtaposition to construe simultaneous events, wéce that pure aspectual style is more
frequently chosen in Tunisian Arabic than by Fripeakers who have very often recourse to the
combination of aspect with adverbials. TAL1 speakaput, in most cases, for aspect in isolation
or in combination with what we called structuralides.
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We remind the reader here thatSchmiedtova's (2004) study comparing Czech, Geramgh
English productionsmnany aspectual styles are possible to expba®s The «stronger aspectual
style» is when speakemppose or juxtapose twaspectual forms such as the perfective and
imperfective or the progressive form and the sinfpten as in English, in order to construe the two
simultaneous situations in discourse. The “wealkpeetual style” is when the two aspectual forms
occur in combination with adverbials to expr&m The last possible style is the pure “adverbial
style” which consists in the only recourse of athias to expresSimrelation of two situations. She
found that L1 speakers of diverse languages mardf#ferent preferences in aspectual marking. For
instance,Czech speakers tend to highly draw on aspectuakingaby means of the stronger
aspectual style more often than English speakeramb German speakers do the perfective and
imperfective forms which are grammaticalised categoperfective or imperfective form, the
speakers usually opt for the adverbial style. Emgkpeakers however, apply more often the

weak aspectual sty[&chmiedtova 2004, p.228)

If we interpret our findings in the light of Schrdteva's (2004) results using her terminology,
we can say that TAL1 speakers prefer the stronggecual style while FrL1 opt for the weaker
aspectual style. We consider that the frequentttral devices in TAL1 do not “weaken” the
aspectual style in the way that adverbials do InlFin fact, adverbials can convey the idea of
Simin a straightforward manner, thus sharing the esgion ofSim with aspectual marking

while structural devices can only do so indirectly.

We can say that our findings echo those of Schione&d{2004) in the sense that we have a
language where aspectual distinctions (in genaral)clearly grammaticalised (such as the case
of TAL1 with the prefixed and suffixed verb form®)ch that speakers opt for the pure aspectual
style to expressSim FrL1 does not primarily express aspectual opmrstand we see that
aspect is combined with adverbials to expr&ss The problem is that our two L1s have
comparable devices (i.e., lexical) to expr&as. The fact that in TAL1 the aspectual marking
can stand alone while in FrL1 it needs to be coedbiwith adverbials means that the devices

have different properties in spite of their shackdracteristics.

By studying the types of adverbials selected in lmoation with aspectual marking, we noticed
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interesting differences between our two languadasfact, while TAL1 speakers show

preference for spatial adverbial complements, FRpdakers favour temporal devices.

Genrally, we can say that aspect is most of the sofficient in TALL to convey tempor&im
The extra lexical means added (via adverbials) epranother dimension related $am which
is space. In French, aspect does not seem to helerio convey the temporal relatidim
speakers often need additional temporal devicesotwey it. They indeed resort to temporal

adverbials to insist that the two events constaredsharing an interval of time.

The choice of temporal adverbials in combinatiothvaspectual devices confirms the findings
of Leclercq (2007, pp.293-295). Indeed, she ideitlifferent types of adverbial complements
used in FrL1, expressing notably temporal break katwshe calls rupture temporellg

juxtaposition or parallelism.

The higher frequency of spatial devices in TALlelgigs in addition to aspect can be
interpreted as the outcome of a different concéisatéon of Sim Furthermore, TAL1 and FrL1
have two different formulators that might explaire tcombination with on-goingness devices
with different types of adverbials. In other wor@dsd as explained by Levelt (1989, pp.103-
105), the differences observed are related to tagg-specific requirements” on what is
encoded in each language to complete the verblaldfselating simultaneous events. These
requirements are represented in the conceptualibase of procedural knowledge. That is why
we speak about different conceptualisations ofShmarelation between events instructing the
formulator according to the available means intiie languages. In other wordSjm of the
situations in our videos is a temporal relationslalso spatially established in the visual field.
The differences can also be explained by “cognitsaeial or cultural habits”, one of the four
constraints of the speakers’ options in the deBoripof an event as expressed by von
Stutterheimet al (2009, pp.165-166).

Bringing these observations together with our presione concerning the linguistic means
selected for the task, namely on-goingess devidiesctional, movement-oriented for French

(Mortier 2008; Squartini 1998) and static for TuarsArabic, we find interesting concurrences
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of the types of the means used for this task. ldd€AL1’'s on-goingness markega:’id suggests
posture is therefore anchored in space. The adisripreferred in the retellings of TAL1
speakers are spatial. FrL1 markeen«rain de, however indicates movement, and it is non-
static, moving, certainly in space, and probablytlmntime axis too. The adverbials selected by
French speakers are mostly temporal. We can hypgthéhat when it comes 8m TAL1 calls

on the two domains of space and time (by meanspéaual marking and spatial adverbials)
whereas FrL1 appeals to the domain of time (throagpectual marking and temporal
adverbials).

Actually, time and space are two interconnectedregitial domains of human cognition (Klein
1994; Klein & Nuse 1997). We are also aware thaicepplays a crucial role in the human
understanding of time (Radden 2004). Therefors, itot at all surprising that spatial reference
in TAL1 helps with the expression of tempo&im given thatSimin each video of our visual

stimuli is a temporal relation between two situasithat also share space.

In her PhD thesis, Hamdi (2007) discusses theioekstip between the two domains when
analysing metaphors in both English and Arabicriteo to identify differences and similarities
in the conceptualisation of time in both languad&®e observes that the metaphor of Time as
Space is common between the two unrelated languégesher words, in English, just like in
Arabic, “time is understood in terms of space,, ithat the structure of the source domain
(SPACE) is mapped onto the target domain (TIME)Y #mus can be seen as structuring it”
(Hamdi 2007, p.92). However, she also points oat given the differences that she identifies
between the two languages Arabic, unlike Englishceptualises time in terms of depth and

width in some metaphors:

«While sharing the generic conceptual metaphor TINE SPACE,

Arabic differs from English in conceptualising tirmeterms of depth and
width. Divergence in conceptual metaphors of tinegween the two
languages is explained as stemming from physical &istorical

differences between the two cultures/natioriisiel ( p.3)

Depth and width are linked to space, infact theyspratial characteristics of an object.
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Hamdi (2007) definitely provides an interestingdiimy about the spatial representation of time

in Tunisian Arabic where most of her data has lheken from Tunisian newspapers.

4.2. Conclusions on learners’ expression of simult@ity using aspect

Our analyses of the FrL2 retellings by Tunisianoinfants allowed us to make interesting
observations. The first one is that the verbal tes#d for this study is not an easy one. Learners’
retelling abilities increase with acquisitionalg#a. For instance, the more advanced the learner,
the longer the retellings and the higher he / sloees for narrative complexity. In other words,
in later stages of FrL2 acquisition, learners poedlonger and more complex retellings with a
richer lexicon. Furthermore, FrL2 learners are nieedy to produce narratives out of the videos
showing the inclusion type &im Parallel situations are less likely to generatgatives at the
earlier stages of language acquisition. This figdimakes the productions of L-educated in both

L1 groups and those in earlier stages of FrL2 aitiom comparable.

These results are not at all surprising, and goweslictable. The statistical calculations give
further confirmation for the stages identified imetmethodology section for each informant.
Therefore, our results indirectly support the gah&ndencies of learner varieties as described
in previous research (Bartning 1997; 2009; Bartr8néchlyter 2004; Bhardwagt al 1988;
Dietrich et al 1995; Klein & Perdue 1992; Klein & Perdue 1990ne could link these
observations about narrative complexity and richnelsthe lexicon to the limited linguistic
resources available to the learners at each sthmggever, this explanation is easily invalidated
by the FrL2 analysis of some learners’ productidf@. example, A9 who scores very high on
Vocd and INC values does not produce any narrative pierfect Sim videos despite his
developing language competence. We hypothesiseftiiergiven the general tendencies that the
nature of the task constitutes a strong constfairthe speakers. They do not always stick to the
guaestiobased on the explicit question provided by the aedeer. Their deviation from it is
interesting as it could be explained by the diffiguo create progression on the time line to
retell simultaneous events. It is worth noting héétv@ we do not necessarily consider deviation
from thequaestioas the result of particular constraints but aleresult of individual choices.
In general, deviating from thguaestiois not an unusual phenomenon, as Klein & von
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Stutterheim (2006, p.31) assume:

«Three points should be noted, however. FirstQiwesTioof a text need
not be identical with the real question which may#éelicited the text in
the given case: but very often, there is no expdjaestion at all. Second,
it may be more appropriate for some texts to charse them by a pair
or even a triple of QuesTiones rather than by one. And third, for some
texts of a more loose nature (small talk, for exi@npt does not make
much sense to characterise them byae€roat all. This corresponds to
the fact that they have no, or only a very weakpagl structure: their
organisation is merely local. »

Furthermore, deviation from thguaestiocan be of many types as von Stutterheim & Klein
(2002, p.77) explain:

«lt is up to the speaker to which extent he accm@sconstaints defined
by the quaestio. He may, to begin with reject there communicative
task, at the risk of more or less severe sociateguences. He may also
take on the task but redefine it in its own seff@egxample by telling a
long-winded story instead of giving an argumentewlan argument was
asked for. These are radical deviations from thaegtio. What is more
interesting are "local deviations"; they occur whbe speaker accepts
the quaestio and its constraints in principle, dexiates from them from
time to time. There are two such cases. Firstsgeaker might include a
full proposition, or even a sequence of proposgjowhich is not an
answer to the quaestio. This leads to what has teésd side structures.
From a communicative point of view, these may beless important
than the main-structure utterances...The otherscaseeminor deviations
within a main-structure utterance. The speaker foagxample initially
accept the position imposed on him by the quesbahthey present the
entire story from a different vantage point. Noripaluch changes must
be explicitly marked»

However, learners’ deviation from thguaestio seems to persist up to a certain level of
acquisition. Speakers deviate from the implicixpleeit quaestiodeliberately or due to some
constraints. However, individual variation is attadhat cannot be ruled out. Some speakers are
chattier or have a better capacity of concentratlan others have. Furthermore, it is worth

noting that the educational background can playl@in shaping those skills.

Undeniably, the concept of tlgiaestiois closely related to the global text organisation
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To summarise, learners at different stages of adegn respond unsurprisingly differently to the
task. The productions, at each learner varietytitieth, present variations that are affected by
constraints related to the linguistic profile aegertoire but also to personal choices, namely the
way thequaestiois used and the perspectives taken on events.

As far as the use of the marked foren«rain de is concerned, overall, FrL2 learners select the
progressive marker more frequently than FrL1 spealle. They also employ le$s présent

simplethan native French speakers do.

To give details, based on our data, about the eenesgyand development ot train de
throughout the acquisitional stages from the baargety to the very advanced stage, we could
postulate that en train de evolves and develops slowly across the acquisitistages in a
systematic and organised way, moving from a siegigty to a multiple complex structure. It
can emerge, but not necessarily, in the basictyatiedeed, only one out of the three informants

in the basic variety use®k train de in a non-analysed chunk that has an invariant ftra

base form (V). This occurrence is a mere imitataintarget language picked up from the

language input and does not have a temporal value.

«There is no inflection in the basic variety, hemeemarking of case,

number, gender, tense, aspect, agreement by moghorhus, lexical

items typically occur in one invariant form. It cesponds to the stem,

the infinitive or the nominative in the target larage; but it can also be a

form which would be an inflected form in the targktnguage.

Occasionally, a word shows up in more than one fdyuat this (rare)

variation does not seem to have any functionale:ate learners simply

try different phonological variants.» (Klein & Peir@ 1997, p.320)
Reconsidering the inventory of all the verb formsalfle 21) used by the same informant shows
that no inflectional morphology indicating tenselsserved, but only a few ‘boundary markers’.
The informant selects lexical items, forms of teebscommenceandarréter (‘to begin to’ and
‘stop’, respectively). We do not find any compleontstructions in the productions of A8 or Al
belonging to the same variety. We hypothesise thexghat the appearance of forms @«

train de» in earlier learner varieties goes hand in hanth whe mastery of other aspectual
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distinctions. This involves the expression, by ¢ekimeans, of phases of processes such as
marking the onset and end of a particular evefh tain de> emerges as a formulaic sequence
(Bartning & Forsberg 2006; Wray 2002), a non-firfikem, without auxiliary and also without
the prepositiorde

Its use as a formulaic sequence persists even thigh emergence of the auxiliary, as
demonstrated by A6’s productions (Intermediateestaghere we find instances like /atragarde/,

a non-analysed form ok train de regarder.

The informants’ production ofen train de in subsequent varieties increases throughout the
acquisitional stages. Along with the developmentheir chunking abilities, i.e., the ability to
distinguish and separate parts of a speech utierdine sequence starts to accommodate more
elements starting the left then the right adjasaéhits. The appearance of the auxiliary is the last
step after the emergence of all the elemeets tkain de and their utterance in an articulate

native-like manner.

As for the lexical contents used, the unmarked fbam more affinities with 1-State verbs but it
is increasingly selected with lexical contents pregg a change of state. Learners’ choices
regarding the selection of lexical contents with tharked form are comparable to the choices

made by French native speakers.

As far as the discursive function oénctrain de is concerned, we discovered that at Stage 2
(basic variety), the recourse to the marked formabup Sitis low. The rate of its use to play
this function in discourse increases at Stage &ttn 70%. At the other stages, it continues to
play this role in most of the occurrences. The $npesent undergoes an opposite fate, as it
becomes less frequent to set; Shroughout the stages. This implies that awaremnésthe

marker’s discursive role develops across the stages

FrL2 learners’ use of en train de even at very advanced stages of acquisition mestsif

divergences from the natives’ use. In fact, leasragply different rules to the distribution of this
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periphrasis. For instance, they use it to conssuteevents of “multiphasé&” events, which is
never observed in French native productions, andllréhe TAL1 productions, whemga:’id is

possibly selected for both globalising events anzevents.

When we examined the aspectual perspectives takezvents in the retellings, we dicovered
that Tunisian learners of FrL2 are sensitive toeaal distinctions from the earlier stages of
acquisition. They exploit lexical aspect as a pryrdevice to expresSim They very soon start
to apply structural devices, emulating the struadtorganisation of two parallel propositions in
their mother language. The more advanced the legrtiee more likely they take different
aspectual perspectives in their L1 and L2. Ti&imn marking develops across the stages to
become comparable in the advanced stages to tihelFrative speakers’. Indeed, they master
more and more aspectual juxtaposition and conirastombination with adverbials at the
advanced stages. The nature of adverbials thegtdedavever, recalls the ones they use in their
TAL1, even though they select a lot more tempordhlegbials than they do in their native
speech. The nature of adverbials used demonsuaatiféerence between the conceptualisation
and event construal in FrL1 and FrL2 by Tunisiaarters. We can therefore conclude that
instances of influence of the L1 on the productionks2 could be observed, but generalising this

to talk about transfer is a hypothesis that neeale mesearch to be proven.

Finally, and concerning the structuring of the disse and the distribution of forms, L2 learners
use en train de more systematically than French native speakersfatt, they almost
exclusively set it in the background of the nawedi and in the foreground of descriptive

accounts.

To sum up and compare TAL1, FrL1 and FrL2 use ofgoimgness devices to express
simultaneity of situations, we have found many knties between the two source languages
under investigation. The nature of the task was &sind to affect the perspectives taken. The

informants deviate less from the question asketienH-educated groups and at more advanced

“9 Broccias (2008)
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stages of L2 acquisition. This implies that th&taSproducing retellings of simultaneous events
is not an easy one. The overall narrating abilided profile of the informants affect the way
they approach the task.

Only in later stages of acquisition, can learnersrcome the constraint of the task and stick to
the quaestio In other words, when presented with differentnsti and asked to produce
narratives, learners in earlier acquisitional ssa@g@nd up to Lower advanced level) managed
overall to make narrations out of the facilitatisgmponents of the stimuli (i.e., temporal
progression in case of inclusion); but not alwafythe constraining ones. Therefore, they stuck
to the quaestiowhen videos showed temporal progression, and tdevifrom it making
descriptions when there was no progression. At latages (from medium advanced stage
onwards), they managed to make narratives outeofrthjority of the videos they were presented

with, regardless of whether or not they includedlitating component.

In the light of this description, we can interptteat our informants’ deviations are constrained by
the stimuli and are also the result of individuabices. The general failure to produce a narrative
for perfectly simultaneous situations might chajjerthe question we asked the informants to
answer What happened in this vide@bOverall, H-educated speakers in TAL1, FrL1 and i
FrL2 show a greater ability to make narratives sd tendency to deviate from theaestioto
retell what happened in the videos presented tm tian L-educated speakers. This leads us to
conclude that all productions on this task wereegally affected by the nature of the videos
presented, and the situations along with the tyjpeermporal relation involved. However, one
group (H-educated) in TAL1, FrL1 and FrL2 managedntake more narratives than the L-
educated group, showing less deviation from thgimal quaestio
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CHAPTER 5

GENERAL CONCLUSIONS, LIMITATIONSOF THE
INVESTIGATION AND RECOMMENDATIONS FOR

FUTURE RESEARCH
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5.1. Back to our initial research questions

In this chapter, we link the findings summarisedGhapter four with the research questions
asked in Part one, Chapter two. We consider eaehtigum providing our answer to it in the light

of the analyses of our data.

We hope to have brought a contribution to researceome questions related to the domain of
temporality. We hope to have been able to clardy tsimultaneity relation of events can be

expressed in discourse in TAL1, FrL1 and FrL2 usingectual perspectives. We aimed to bring
new insights into the languages and learner vadgetie have studied. Even though TAL1 and
French were generally reported to have differestesys as to the expression of temporality, in
this study we found many similarities as to theregpion of on-goingness. The differences

however are also multiple.

(1) What happens if we have the two types of megive markers within one language; one
fully grammaticalised and one in an on-going preagsgrammaticalisation, which is the case of

TAL1L; what are the contexts of use of the lesg/fglammaticalised one?

We have found some key elements that could proaidanswer to the question (1). The marker
fi in TALL is obligatory to express the progressigpext in certain contexts, with a transitive
verb and in the presence of a direct complemensu&l,na’'malfi xobzwould literally mean, I
am in the process of making bread”. The picture becomesge confusing with intransitive
verbs, wherfi is not needed for the progressive marking. We Is@en in our data thgg:’id
sets up the general scene where events are on-gbiogens a time span due to its inherent
meaning §a:’id = sitting). We could therefore imagine that wtihe event could be dynamic as
it is on-going, the protagonist of the event ideatstill, as if motionless. The existence of the
two types of markers gives more options to the lspredVhilefi focuses only on a portion of the
proposition (the patient / the affected entityd,’id focuses on the whole context of occurrence
of an event. In TAL1, we have a way to say sometisrhappening to something (usiingnly),
and another one to say something is happening @mthaing, since the protagonist is still at it
(with the use ofga:’id). While the presence df in combination withga:'id appears to be
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redundant, it gives an extra understanding of dnggeess in Tunisian Arabic. The notion of
incompletion is shared between the event in pregeesl an object (patient) that is also in

progress, as it is incomplete at a certain referéince.

(2) If both FrL1 and TAL1 code on-goingness lexigalwill that result in similar aspectual

perspectives taken on events in the verbal taskjfessing simultaneity?

To the second question, the answer is not straigh#érd. We have concluded thga:’id and
«en train de are lexical means that code on-goingn&bgyhave similar uses in the context of
the discourse, notably structuring the discourssimfiltaneous events. We could also postulate
that this could be related to the nature of thekerarthat is a lexical and a non-systematic
marker of on-goingness. The marker, competing witier simple forms in the language play
special roles that transcend the simple contexthefproposition, while the simple forms play

different ones.

Yet we have also found many disparities in theafdaoth meanskn train dein French proved
to obey stricter rules than the usegaf’id in discourse. It could be hypothesised that thgires

of the markers could explain their different beloavs.

(3) Does the educational background of informantshe respective L1s affect the way they

complete the task?

Our answer to the third question is simptes The educational background as an indicator of
many inherent disparities between L-educated armdilitated groups in the two L1s does affect
the way they retell simultaneous events. The proolos of the two sub-groups reveal many
differences: namely, length, complexity and riclmédore interestingly, the informants’ profiles
affect their choice of forms for expressing on-gmiess. This finding is challenging to the
generally held view. In fact, within a sample otina speakers, many profiles exist, and many

abilities and features of the same language cadeorified.

(4) Does the L1 of Tunisian learners of FrL2 inflae the way they use aspectual marking in

retelling simultaneous situations?
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The answer to the last question is again complax. i@vestigation of the different learner
varieties on this task allowed us to make manyrasténg observations about the developmental
process of using aspect in expressing simultankityme with the observations made about the
basic variety in the ESF project, our basic varigtgved to develop independently from the
source language or the target language (Perdueb)l998 have also seen that discourse
organisation devices preceded grammatical onessthe aquisitional stages. For instance, the
use of structural devices decreased throughtoutsthges and the use of aspect conversley
decreased. Some phenomena observed at later stagjeisrecall the specificities of the L1,
notably, the exploitation of both the domain of ¢imnd space in the expression Sifn
Furthermore, the lack of mastery of the discursole of «n train de even at advanced stages
and its overgeneralisation could be explained leyléitk of those rules in TAL1 regarding the
markerga:’id. Finally, structural devices to organise the tioudtaneous events in discourse, as
well as the nature of the adverbials selected calslol echo the devices learners used in their L1.
Overall, we could observe some resemblance betwWedrl and FrL2 features while they
differed from French native speakers’ choices. €hesncerned more the general choices in
discourse, an observation that corroborates Legker2007; 2009) results regarding the

influence of the L1 on near-native speech.

Overall, we could hypothesise based on some comgelbservations that the conceptualisation
of simultaneity in our two unrelated languagesiffetent and the source language could affect
the target language according8imexpression in either language draws on the twereetial
domains of space and time in a different mannenisian Arabic draws on time and space,
whereas French L1 draws more on the temporal dorénfound evidence for Tunisian Arabic

learners’ Appeal to the spatial domain in relatwg simultaneous events in discourse.

5.2. Limitations of this study

In this project, we studied the specificities o tmost frequently used on-goingness devices in
TAL1 and in FrL1 in the context of the propositiand at the level of the discourse of two
simultaneous events. We also examined the samdspmirthe FrL2 retellings by the same
Tunisian informants.
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Due to the complexity of the phenomena raised biydata, many areas of this investigation will

be subject of a follow-up study.

First, in order to encompass as many learner pofils possible, we aimed initially to include
informants who had just started their FrL2 acqigsit We could find informants who had not
spent a lot of time in France (like Al, 2 monthH®)f given the amount of exposure to French
language also in Tunisia, it was impossible to fmdrmants in the pre-basic variety in our data
collection. Including a larger number of informamtsd an even number at each acquisitional
stage would present an interesting opportunity xplare in more depth what we have

investigated in this project.

Furthermore, the number of female informants inlilsic variety and at intermediate stage was
limited to only one informant. Women with the ptefwe desired are generally women who
immigrate to France in order to join their husbamamilies, through a process @groupement
familial. These women are simply not accessible, unlesg skt taking French lessons.

Diversifying the sample to include more females lddae an advantage in future investigation.

Finally, our study of the expression of on-goingnesL2 French was based on cross-sectional
data. It gave valuable results regarding the usethef aspetual periphrasis at different
acquisitional stages. One of our conclusions isitremerges as a non-analysed sequence before
it develops into a complex analysed one. More amlgf those formulaic sequences can be a
topic of a follow-up study. In fact, it would be ryeinteresting to study the pauses and other
prosodical features of those formulaic sequenc#soae earlier stages. Additionally, it would be
ideal to verify our results in a longitudinal studyhere we would know more about the

emergence ofen train de.

Despite these limitations, we believe we have binbagvaluable and original contribution to the
study of on-goingness in French as well in Tunidaabic. We have significantly contributed to
understanding the temporal system in Tunisian Ardisised on empirical data. We have also
enriched the previous investigations ehdrain de shedding new light into its use with two on-

going events sharing an interval of time. Finallgt ymportantly, we have contributed to
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understanding the use of aspect in expressing iff@yeht types of simultaneity.

Our results give further evidence of the necessitydealing with aspectual marking in the
context of discourse. The results of this study @lemonstrate the importance of dealing with
comparable data when we compare data in a secagddge with those of the native speakers’

control group.
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Appendix 1. Informants’ profiles

Date of Ag | Gend Duration of stay in
Code | recording | Place of recording e |er Profession Education Other training France
3/31/2008| In a café -Couronnes- BTS
AO01 Paris (isolated space) 383 F Commercial Agent commerce 4 years
3/26/2008 Bachelor  of
A02 At her place - Montrouge 33 F Translator: Fr-MSA| English Translation 5 years
04/04/200
3 | A03 8 At her place- Paris 29 F Assistant of French yedrs
© 01/04/200| In a café in belleville — 3rd year
é’ A04 8 Paris (isolated space) 24 M Waiter Maths 5 years
o 3/26/2008 Independent jazz Bachelor  of
I | A0S At his place -Montrouge 33 M | piano player English Musical studies 6 years
3 3/30/2008| In his car- Montparnasse-
,<_’: A06 Paris 27| M Manager BNP Engineering 6 years
01/04/200| In a café Belleville-Paris Primary
Al 8 (isolated space) 28 M Hairdresser education 2 months
01/04/200| In a café Belleville —Paris Primary
A2 8 (isolated space) 28 M Worker in building | education 14 months
06/04/200| At his place inMantes-la- Primary
A3 8 Jolie 40| M Worker in building education 18 months
3/31/2008| In a café Couronnes —Paris Primary
A4 (isolated space) 29 M Hairdresser education 19 months
3/31/2008| In a café Couronnes —Paris Primary
A5 (isolated space) 24 M Hairdresser education 20 mois
- 01/04/200| In a café Belleville-Paris Primary
% A6 8 (isolated space) 24 M Worker in building | education 24 months
S 01/04/200| In a café Belleville-Paris Primary
S A7 8 (isolated space) 40 M Plumber education 36 months
A 01/04/200| At a school of languages- Primary 6 months of
= | A8 8 Paris 34| F Unemployed education language class 4 years
f_’: A9 26/03/200 | the building site 4 31 M Worker in building Rrary Training in French, 4 years
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8 Choisy-Le-Roi  (isolated education DILF
space)
26/03/200| In the building site —
8 Choisy-Le-Roi  (isolated 2 nd primary
A10 space) 35| M Artisan school Technician 4.5 years
26/03/200| In the building site —
8 Choisy-Le-Roi  (isolateg Primary
All space) 29| M Building site managereducation BTS construction 4.5 years
3/31/2008| In a café Couronnes-Paris Primary
Al2 (isolated space) 36 M Waiter education Caricaturist 8 years
3/31/2008| In a café- Couronnes-Paris Primary
Al3 (isolated space) 33 M Cleaner education 10 years
02/04/200| In her office —Montreuil- Secretary of the
FO1 8 Paris 37| F manager Bac +2
02/04/200| In her office —Montreuil-
< | FO2 8 Paris 44| F Consultant Bac+5
% 02/04/200| In her office —Montreuil-
© | FO3 8 Paris 26| M Consultant Bac+5
o 02/04/200| In her office —Montreuil-
T+ | FO4 8 Paris 27| M
= 02/04/200| In her office —Montreuil-
iz | FO5 8 Paris 371 M Consultant Bac+5
02/04/200| In a café Montreuil-Paris Waitress in a
F1 8 (isolated space) 55 F | restaurant “Certificat d'études”
02/04/200| In a café Montreuil-Paris “certificat
F2 8 (isolated space) 60 F Cashier d'études”
02/04/200| In a café Montreuil-Paris
< | F3 8 (isolated space) 49 F Unemployed College
9 02/04/200| In a café Montreuil-Paris
S Fa 8 (isolated space) 52 M Light Technician College
é 02/04/200| In a café Montreuil-Paris
A | F5 8 (isolated space) 58 M Retired Technician
= 02/04/200| In a café Montreuil-Paris
T | F6 8 (isolated space) 4 M Waiter in a café
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Appendix 2. Properties of the situations (betweeckets are represented with non-finite predicates)

P1/S1 and P2/S2

Properties of the situations

P1/S1: a vound man <make pancakes> P1/S1 is shown first, then P2/S2 then the sceeenaltes between the two situations; with
Breakfast - a young € p music in the background conveying a shared spadesahancing the perfect simultane|ty
P2/P2: an old lady <exercise> T
of the two situations
C1 . . P1 and P2 are shown together in the same settings 8n-going, S2 starts slightly after
Birds Pl/Slj ayoung man <play the guitar> the first instant and the video puts more focusP@AS2 which is more dynamic than §1
P2/P2: a girl <dance> . .
which remains homogeneous
P1/S1: a qirl <sing> S1 is perceived before seeing any of P1 and P2.hahed of P1 is seen before P2/SZ is
Earthsea : 9 9 shown. P1 is finally presented towards the enchefwideo and both P1 and P2 are sgen
P2/S2: a boy <cry> .
together in the last scene
P1/S1: a young lady <read the newspaper>
K P2/S2: a drunken man <enter the stage, walk B{/S1 is shown first, then P2 performs dynamic essige activities (S2) while P1/$1
abaret L
P1, push P1 from the chairs, lie on them to | stays homogeneous
sleep>
P1/S1: a young man <sleep, stop alarm, go
C2 back to sleep>, P1/S1 is shown first, then P2 performs dynamic essige activities (S2) while P1/31
Wakeup | P2/S2: an old lady <wake P1 up, go to the other S . N
) X stays homogeneous until there is a change ancofg st
room, bring a rifle and shoot out of the
window>
P1/S1: a telephone <burn>
Fire P2/S2: a fireman <walk to the track, open the S1 and S2 are shown at the same time on a spéiescP1/S1 is shown from the start;

door, take a newspaper, close the door and

P2/S2 appears slightly later and is visible withSA1

walk away>
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P1/S1: hands of a cook <prepare a meal>

P1/S1 is shown first, P2 is shown later. The vidkernates P1/S1 and P2. S2 is attriby

Salmon P2/S2: a cat <steal pieces of fish> to P2 by inference.
P1/S1: a vound man <eat Soup> P1/S1 is shown first, S2 happens in the courseloP3 is not seen but inferred as a hur
Soup -ayoung P voice heard among other noises generated by talaviS2 interrupts P1/S1 and affects

P2/S2: a voice <address P1>

course.

ted

nan
its
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Appendix 3. Results of statistical tests

- Statistical result of the T-test http://glass.ed.asu.edu/stats/analysis/t2test.htinl

VOCD values of TAL1

Group & Sumtnary Statistics

e Enter satnple value of the Group A MMean = |1 24.72
e Enter samnple value of the Group A Standard Deviation =|49.EIB

® Enter the sample size for Group A n=|B

Group B Summary Statishics
® Enter sample value of the Group B: lean = |1 04.54

® Enter sarnple walue of the Group B: Standard Deviation =|3EI.BE
e Enter the sample size for Group Bon=[13

Run the ttest |

Results of the t-testhe difference between 124.72 and 104.84 with stahdeviations of 49.08
and 30.85 and sample sizes of 6 and 13, respegtigaiot significant at the .05 level. The value

of the t-statistic for this test was 1.08.

VOCD values of FrL1

Group & Summary Statistics

® Enter sample value of the Group &4 Mean = I?4.24
e Enter satnple walue of the Group &4 Standard Deviation =|1 1. 4ERB4185

e Enter the sample size for Group & n=|5

Group B Summary Statistics

® Enter sample value of the Group B: Mean = I?H.E?
e Enter satnple walue of the Group B: Standard Deviation =|1 223607359

® Enter the sample size for Group Bon=|

iFun the ttest]
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Results of the t-test: The difference between 74Rd 73.67 with standard deviations of
11.46554185 and 12.23607399 and sample sizesmd 5,aespectively, is not significant at the
.05 level. The value of the t-statistic for thisttevas 0. 08.

VOCD values of FrL2

Group & Summaty Statistics

® Enter samnple value of the Group A: Mean = IE?.EE

® Enter sample value of the Group & Standard Deviation =|E|.4?
® Enter the sample size for Group & n= |k

Group B Summary Statistics
® Enter sample value of the Group B: Mean = |4D.52

® Enter sample value of the Group B: Standard Deviation =|1 5.40
® Enter the sample size for Group Bon= |1 3

Fun the +Hest |

Results of the t-test: The difference between 5a8@ 40.52 with standard deviations of 9.47

and 15.40 based on sample sizes of 6 and 13, tegbgcis significant at the .05 level. The
value of the t-statistic for this test was 2.54.

- WMW results (http://faculty.vassar.edu/lowry/utest.html)

TAL1: Index of Narrative complexity

Mann-Whitney Test: 1= 13; n, = 6 / Fri Dec 25 2009 13:59:29 GMT+0000 (GMT Stard
Time)

| \Ranks for \Raw Data for

‘couniSample ASample E|Sample A Sample B
1 15 19 4 9.5

2 4 16 4.5 8.75

3 5.5 125 4.875 6.5

4 7 17 5.5 9

5 5.5 18 4.875 9.125
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6 125 9 6.5 6
7 9 6

8 14 6.75

9 15 8

10 |3 4.25

11 |9 6

12 |15 4

13 |11 6.25

'Mean Ranks for
\Sample ASample E
7.6 115.3

Note that mean ranks are provided only for deseggturposes. They are not part of the Mann-
Whitney test.

Ua =705 z=-2.72 @ =0.0033 B,=0.0065

Critical Values of U for Na=13; nb=6

‘ Level of Significance for a
‘Directional Test
.05 |.025 | .01
‘Non-DirectionaI Test
- |05 .02

| lower limit ‘19 ‘16 ‘ 12

| upper limit ‘59 ‘62 ‘ 66

FrL1: Index of Narrative complexity

Mann-Whitney Test: = 6; n, = 5// Fri Dec 25 2009 16:21:37 GMT+0000 (GMT Start
Time)

| |Ranks for IRaw Data for
countSample ASample B |Sample ASample E
1 5 9 5.5 8.5

2 7 11 6.5 9.75

3 2 6 3.5 5.75

4 1 10 2.625 9.5

5 3 8 3.75 8.25

6 la 4.75
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IMean Ranks for
|Sample ALSampIe E
3.7 8.8

Note that mean ranks are provided only for desegpgburposes.They are not part of the Mann-
Whitney test.

Ua=29 z=-2.46 [ =0.0069 B =0.0139

Critical Values of U for na=6; nb=5

‘ Level of Significance for a
‘Directional Test
.05 |.025 |.01
‘Non-DirectionaI Test
-- .05 .02

| lower limit ‘5 ‘3 ‘2

| upper limit ‘25 ‘27 ‘ 28
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H-educated TAL1 informants

Appendix 4. Construal of the two simultaneous gitues in discourse: Use of forms by

\% A01 A02 A03 A04 AO05 A06
S2/qaid+fi | S1/PV+i S1/qaid+fi | S1/PV+i S1/PV+i S1/PV+i
sb1/Sv sb1l/PV+Hi
. Sl/qar’id+fi | S2/qa:’id +Hfi S2/ga:’id S2/qa:’id S2/ga:’id+Hi S2/PV+Hi
g S2/PV sh2-(imp) S2+PV
S S2/PV+Hi
o
S2/PV S1/PV S1/PV 1: Sl/gar’id| Sl/ga:id Sl/ga:’id
Sl/ga:’id S2-(ich) S2-(pct) | 2: S2/ga:’id S2-(imp) S2/PVHi
K% S2-(ich) S2-(per-SV) S2/ga:’id
5 S2-(per-SV)
S1/PV S1/PV Sl/qa’id S1/qa:’id+fi Sl/qa:’id+fi Sl/ga:’id
S1/PV+i S1/PV
S2-(per-SV)| 2: S2-(per-SV) S2-(ich) S2-(per-SV)| S2-(imp) S2/PV
S2-(ich) S1- tkammal-PV| S2/qa:’id
3 S1-(imp)
s S1-(imp)
i
S2-(per-SV)| S1/PV+fi Sl/ga:id+fi | S1/PV+fi S1/PVHi S1/PVHi
P2-(pct)-ap
S1/PV S2/q'ad-PV S2-(ich) S2-(per-SV)-sv| S2-(per-SV) S2-(per-SV)
S2-(ich)-bda-PV
o S2-(per-SV)| S1-(per-SV) S1-(imp) S1-(per-SV) S1-(per-SV)
_‘.c: S1-(per-SV)| S2-(per-SV) S2-(imp) S2-(per-SV) S2-(per-SV)
~
S1-(per-SV)| S1- AP| S1-AP S1-AP S1- AP| S1-AP
S1-(per-SV) S1-(per-SV)
S2-(imp) S2-(per-SV) S2-(imp) S2-(per-SV) | S2-(imp) S2-(per-SV)
c-_ls‘: S2-(per-SV) S2-(imp) S2-(per-SV)
X
g S1-(per-SV) S1-(per-Sv)
S2-(per-SV)| S2-(per-SV) S1-(ich) S2-(per-SV) Sl/ga:’id S2-(per-SV)
S2-(per-SV) S1/PV
S1-(ich)- S1-(per-SV) S2/PVHi S1-(per-SV) S2-(per-SV) Sl/qa:’id
S1-(ich) S2-(per-SV)
= S2((per) Sl/qa:’id
LL
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\% A01 A02 A03 A04 AO05 A06
S1/PV S1/PV S1/PV+Hi Sl/qa’id+fi Sl/ga’’id Sl/qarid
sbl-(imp) | sbl-(per-SV) sb1-(pct) sbl-(ite) Sb1-(per-SV)
S2-(ite) S2-(per-SV) | S2/ga;'id+fi | S2-(ite) S2-(ite) S2/ga;’id+Hfi

S2-(ite) S2-(imp) S2/PV
S1-(imp) sbl-(ite) S2-(per-SV)
5 S2-(ich) SZ-(ltt_—J)
£ sbl-(ite)
3 S2/ga:’id
Sl/ga:’id Sl/ga:’id+fi Sl/ga:’id+fi | S1l/qa:’id S1/PVHi Si/ga:’id+fi
S1/PV+i
S2/PV S2-(imp) S2/ga:’id S2-(imp) 2: S2/qa:’id
S2-(imp) S2-(imp)
S2-(per-SV)
=3 S1-(pct) S1-(per-SV)
3 S2-(imp) S2-(per-SV)
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Appendix 5. Construal of the two situations in disse: Use of forms by L-educated TAL1 informants

Al A2 A3 A4 A5 A6 A7 A8 A9 Al10 All Al2 Al3
S1/PV+i
1: P2/S2| 1. P1/S2| 1: P1/S1| S1/PV+i | 1: S1/PV+fi | S1/PV4+i | 1:P1/S1 | S1/PV+fi | 1: 1. P1/S1] 1.
2: P2/S2 P2/S2 Sbl- P1/S1 P1/S1
. 2:P1/S1-| 2: P2/S2 | 2: P2/S2| 2: P2/S2 2:P2/S2 | 2: P1/S1| (imp) 2: P2/S2 2: P2/S2
g (imp) P2/S2 | 2: P2/S2 | 2:P2/S2 2: 2:
o P2/S2 P1/s1 pP2/S2 P2/S2 P2/S2
o P2/S2
S1/PV P1/P2 P1/P2
S1/PV S1/PV S1/PV S1/PV+i | 1: 1. P1/s1] 1: P1/s1] 1: P1/S1| 1. P1/S1] 1. 1. P1/S1| S1/pPV
2: P2/S2 2: P2/S2 P1/s1 P1/s1 | P1/s1
2: P2/S2 2: P2/S2| 2: P2/S2 2: P2/S2| 2: P2/S2 | 2: P2/S2| 2: P2/S2 2:P2/S2 | 2:
2: P2/S2- pP2/S2 2: P2/S2
P2/S2 | (ich) P2/S2 P2/S2
3 P1/S1
& P2/S2
P1/P2 P1/P2 P1/P2
1:81 S1/PV S1/PV S1/PV 1. P1/S1-| 1: S1/PV S1/PV S1/PV+i | S1/PV+fi | S1/PV | S1/PVHi
(ich) P1/S1 P1/S1| 2: P2/S2
2: P2/S2 2:P2/S2| 2: P2/S2 | 2: P2/S2| 2: P2/S2- 2:P2/S2 | 2. P2/S2| 2: P2/S2| 2. P1/S1] 2:
3 (ich) 2: P2/S2- P2/S2- P2/S2 | P2/S2
£ P2/S2 (per) (per)
E P1/S1
P1/P2 P2/S2- 1. S1
1. P1/S1-| 1: P2/S2| 1: P2/S2 | 1: P1/S1| S1/PV+fi | 1. (pen) S1/PV+i | 1.P1- 1. P2/S2| 1: 1: P1/S1-| 2:
(pct)-AP P1/S1 (pct)-ap | 2: P1/S1 | P1/S1 | prg-phs | P2/S2-
P1/S1 2: P1/s1] 2: 2: 2: P2/s2 2. P2/S2-| P1/S1 P2/S2- | (imp)
2. P2/S2-| P2/S2- | P1/S1(per)| P2/S2- | P2/S2 2: (per) 2. P2/S2- 2: (imp)-pv
o | (per) (per) (per) P2/S2- P2/S2- | (per) P2/S2- P1/S1-
8 | P2/s2 prg- (imp) P1/S1- @(imp) @(imp)
S g'ad-pv P1/S1- | (imp)
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P2/S2 (imp) P1/S1- P2/S2- P2/S2-
P2/S2- | (per) (imp) (imp)
P2/S2- (per)
(per) P2/S2-
(imp)
1. P1/S1- 1: P2/S2| 1: P1/S1- 1. S1-| 1 1: P1/S1-| 1: P1/S1-| 1: P1/S1-| 1: P1/S1-| 1: 1: S1-| 1L
prg-AP 2: (imp) (per) P1/S1- | prg-ap prg-ap prg-ap prg-ap P1/S1- | (imp) P1/S1-
2. P2/S2-| P1/S1- | 2: P2/S2- P1/S1- | (per) 2: P2/S2-| P1/S1- P1/S1- | 2: P2/S2-| prg- prg-ap
(per) (imp) (per) (per) (per) (per) (per) (per) galid- | 2: P2/S2 | 2:
P2/S2- 2: P2/S2-| P1/S1- | P2/S2 2: P2/S2-| P1/S1- P2/S2- | ap P2/S2-
(per) (per) prg- P2/S2- | (per) (ite)- (per) 2: (imp)
P2/S2- | gad-ap| (per) P1/S1- | 'a:wid- P2/S2-
(per) 2: P2/S2- | (per) ria-rgad (per) P1/S1-
P2/S2- | P2/S2- | (per) 2: P2/S2- (imp)
(per) (per) P1/S1- (per)
(per) P1/S1-
P2/S2- (per)
_ (per)
35
< P1/S1-
= (per)
1. P2/S2- 1:52- P2 1:P1/S1-| S1-(imp) | 1: 1 S1|1: P2/S2| 1. P1/S1| P1/S1 P2 1. P1/s11: s1
(per) (per) 1 S1-| (per) P2 P2/S2- 2: S1- P1/S1 | P1/S1- | 2:
2: 51 2: (imp) 2:P2/S2- (per) 2: P2/S2-| (imp) 2: P2/S2- (per) P2/S2-
P1/S1- | 2: P2/S2 | (imp) 2:S1 | (per) (pen) P2 (pen)
© (imp) P2/S2-
i (per)
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1: P1/s1) 1: P1/S1| 1: P1/S1| 1: P1/S1) 1: P1/S1 1: 1: P1/s1] 1: P1/S1|1: P1/S1] 1:P1/S1 | 1: 1. P1/s11: s1
P1/S1 | Sb1-(per) Sb1 2: P2/S2-| P1/S1 P1/S1
2: P2/s2| 2: 2: P2/S2-| 2: 2: P2/S2| Sbil- 2: P2/S2-| 2: P2/S2| 2: P2/S2-| (pct) Sbl | 2:P2/s2 | 2: P2
P2/S2- P2/S2- | (per) P2/S2- P2/S2- | (per) (imp) P1/S1- | prg 2:
(imp) (pen) (imp) (pen) 2: Shil- (pen) P1/S1- P2/S2 P1/S1-
P1/S1- P2/S2- | (imp) (imp) (imp)
(per) (pen) pP2/S2- P2/S2- P2/S2-
(imp) (imp) (per) P2/S2-
P2/S2- P1/S1- (imp)
(per) (ite)
P2/S2-
5 (ite)
£ P1/S1-
& (per)
1: P1/S1 1: P1/S1| 1: P1/S1 | 1: P1/S1| 1: P1/S1] 1: P1/s1 P1/S1 P1/s1 P1/S1 P1/s1 | P1/S1 P1/s1
P1/s1 | P1/s1 P1/S1 P1/s1 P1/s1
2: 2: P2/S2 2: P1/S1| P1/S1- P1/S1
P2/S2(imp) P2/S2- 2: (imp)
(imp) P2/S2
P1/S1-
prg-
kan-pv
5 P1/S1-
0 (ich)
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Appendix 6. Construal of the two simultaneous situes in discourse: Use of forms by

H-educated FrL1 group

Fo1 F02 FO03 FO4 FO5
P1/P2 P1/P2 P1/P2 P1/P2
o |1 P1/S1 1: P1/S1 1: P1/S1
g 2: P2/S2 1: P1/S1| 2: P2/S2 1: P1/S1| Sbl (imp)
s - sbl (imp) 2: P2/S2| 2: P2/S2
o 2: P2/S2 - Sh2
P1/P2
1:P1/S1 1:P1/S1 1: P1/S1
3 | 1:82 2: P2/S2 2: P2/S2 1: P1/S1| 2: P2/S2
& 2: P2/S2
o P2 P1/P2 P1/P2 P2
0 o 1: P1/S1 1. P2/S2 (imp)| 1: P1/S1| 1: P1/S1| 1: P1/S1
‘g @ 2: P1/S1 (ich) 2: P2/S2 2: P2/S2 2: P2/S2 (ich)
o | ®
o | W
1: P1/S1| 1: P1/S1| 1: P2/S2 (imp)| 1: P1/S1| 1: P1/s1
o | 2: P2/S2 (aller-V) | 2: P2/S2 (imp) 2: P2/S2| 2: P2/S2 (imp)
3 (imp)
N
= | LP1/S1 (imp)| 1: P1/S1 (imp)| 1: P1/S1 (imp) 1: P1/s1) 1: P1/s1
o | 2: P2/S2 (imp) 2: P2/S2 (imp) 2: P2/S2 (imp)| 2: P2/S2| 2: P2/S2 (imp)
g (imp)
S1/S2 S1/S2 S1/S2
1. P1/S1 (ich) 1: P2/S2
2: P2/S2 (imp) 1. P2/S2 (imp) 2: P1/S1 (imp)| 1: P1/S1 (ich) 1: P1/S1 (imp)
2: P1/S1 2: P2/S2 (per)| 2: pP2/S2
- P1/S1
o (introduced as
T S1- tandis que
1: P1/S1| 1: P1/S1| 1: P1/S1] 1: P1/S1| 1: P1/s1
S |2 P2/S2| - sbl: (per, imp) - sbl (per)| 2: P2/S2 - 2:P2/S2
&—)EU - P2/S2 (imp) 2: P2/S2 (imp) 2: P2/S1 (imp)| P2/S2 (imp)
1: P1/S1| 1: P1/S1 1: P1/S1] 1: P1/S1| 1: P1/S1
P1/s1 2: P2/S2 (imp) 2: P2/S2 (imp)| 2: P2/S2| - P1/S1
S 2: S2 (imp) 2: P2/S2 (imp)
i = |- P1/S1  (imp) - P1/S1 _(imp)
g & - P2/S2 (imp)
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Appendix 7. Construal of the two simultaneous gitues in discourse: Use of forms by

FrL1 Less-Ad group

F1 F2 F3 F4 F5 F6
E 1: P1/S1 1: P1/S1 1: P1/S1 1: P1/S1 1: P1/S1 1: P1/S1
< | 2:P2/S2 2: P2/S2 2: P2/S2 2: P2/S2 2: P2/S2 (imp) | - P2
[}
s}

1: S2

1: P1/S1 1: P2/S2 1: P2/S2 1: P2/S2 2:51 1: P2/S2
g 2: P2/S2 2: P1/S1 (inf) 2: P1/S1 - P2/P1 -P1/S1 2: P1/S1
@ - P2/S2

-P2

$ | 1:P1/S1 1: P1/P2 ; E;E; 1: P2/S2 1: P1/S1 (per) | 1: P1/S1
S | 2: P2/S2 (imp) | 2: P2/S2 . -P1 -P2 -P2
S (impf)
]

1: PU/S1 1: P2/S2 ész;%/SZ 1: P1/S1 1: PU/S1 e
% 2: P2/S2 (imp) | 2: P1/S1 5. P1/S1 2: P2/S2 (imp) | 2: P2/S2 (imp) (imp)
3
~

1: P1/S1 1: P1/S1 . . . 1: P1/S1
_ | -PUSL(imp) | -P1/S1 (imp) -1.P|j./1é?.1(per) 1: pr/s1 (mp) | T PYSTMP) | oy
S | 2: P2/S2 (aller- | 2: P2/S2 (imp, ) 2: P2/S2 (imp) | .. 2: P2/S2
% v, imp) Aller +V) 2: P2/S2 (per) 2: P2/S2 (per) (imp)
=

-P2 1: P2/S2 (per)
. -S2 - S1/s2 !

1: P1/S1 (imp) | 1: P2/S2 ; : . 2: P1/S1 (impf) | ..

2 P2/S2 (imp) | 2: P1/P2 1: P1/S1 (per) | 1: P1/S1 (impf) (pendant ce 1: P1/S1
o) temps)
[

1. P1/S1 1. P1/S1 1: P1/S1 1: P1/S1 (ite)
5 | - Sbl (per) -P1/S1 1: P2/S2 (ite) - P2
c% 2: P2/S2 (per) | 2: P2/S2 (ite) 2: P2/S2 2: P2/S2 (imp)
N

1: P1/S1 1: P1/S1 1: S1 (inf) 1: P1/S1 1: P1/S1 1: P1/S1
= P1/S1 (imp) 2: P2/S2 (imp) 2: S2 (imp) ' 2: S2 (imp) (imp)
o
AN
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Appendix 8. Interface between the construction$\wd:'id and those without it in H-

educated TAL1 retellings

A01 A02 A03 A04 A05 A06
sl sl sl sl sl sl
cps cpsf cpsf cps cf cps
Breakfast| cps cf cf cf
Oc cpsf
cpsf
Perfect sl sl sl sl sl sl
Sim Birds cpsf cps cpsf
cf
sl sl sl sl sl sl
Oc cf
Earthsea cpsf
Oc
sl sl sl sl sl sl
Kabaret | cps cpsf
Wakeup sl sl sl sl sl
cpsf sl cpsf
. Fire cpsf cf
Inclusion
sl sl sl sl sl sl
Salmon cps cpsf cps cps
cf
sl sl sl sl sl sl
Soup cf cps Oc cps Oc Oc
cf cps

Notes: cpsfAgi- Oc : AO - cps:Asit - Cf: Atorm -Italics are used when the unmarked form is used,

regular font is used when the marked form is used
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Appendix 9. Interface between the constructiondwa:’id and those without it in L-

educated TAL1 retellings

Al | A2 | A3 | A4 | A5| A6 | A7 | AB | A9 | A10| All] Al2 Al3
Perfect | Breakfast] s1 sl [sl1 |sl1 |sl |sl |sl |[sl |[sl1 |sl sl sl sl
Sim cpsf| cps| cpsf| cpsf| cps| cpsf| cps | Oc | Oc | cpsf| cps | cps | cpsf
cf cps | cf
cps
Oc
Oc
Birds sl |s1 |sl |cpsf{sl|sl |sl |sl |sl |sl |sl |sl |sl
Cps | cps| cps cps| cps | cpsf| cpsf| cps | cf cps | cpsf | cps
cpsf cf cps Oc
cps
Earthsea| s1|sl |sl |sl sl sl |sl |sl |si sl sl
cps | cps| cps | cps cps | cpsf| cps | cps | Oc | cf cps
cps cps | cps
Inclusion| Kabaret | sl |sl |sl sl sl|sl sl sl sl | sl sl |sl
cps | cps cps| cps cps
Oc | cf
Oc
Wakeup | si sl sl |sl |sl1 |si1 sl |sl
cps cpsf
Fire cpsf cpst cpsf sl sl |sl sl sl sl
cf Oc
Oc
Salmon | s1 |sl | sl sl sl| sl sl sl |s1 sl sl | sl sl
cpsf cps| Oc cpsf| cf Oc |cps |cf
Oc | cpsf cps
Oc
Soup sl sl| sl sl sl|sl sl sl sl sl sl sl
cps Oc |s1 |Oc |Oc |cf Oc |Oc |Oc
cps | cf Oc | Oc Oc
cpsf Oc Oc

Notes: cpsfAsii- Oc :AO - cps:Asii - Cf: Atorm -Italics are used when the unmarked form is used,

regular font is used when the marked form is used
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Appendix 10. Interface between the marked and ukedafiorms in FrL1 retellings

H-educated L-educated
FO1 | FO2 | FO3| F04| FO§ F1 F2 F3 F4 F5 F6
sl sl sl sl sl sl sl sl sl sl sl
cpsf | cps | Oc cps | cps | cps | cpsf | cps | cps
Breakfast | cpsf | Oc Oc
cps
Oc
c1 Oc sl |sl |sl |sl |sl |sl sl |sl sl |sl
. cpsf | cps | cpsf | cps | cps cps cps | cps
Birds cpsf cps
cps
Oc sl sl sl sl sl sl cf sl
Earthsea cps | cps cps
sl sl sl sl sl sl | cpsf | sl sl sl
Kabaret cpsf cps
sl sl sl sl sl
Wakeup 0Oc
Fire Oc cpsf | sl cps sl sl
c2 Oc cps
sl sl sl sl sl sl sl sl
Salmon | cps | Oc cps | cps Oc
cpsf
sl sl sl sl sl sl sl sl |sl
Soup cf cpsf Oc cf Oc
cf cf cps Oc

Notes: cpsfAgi- Oc : AO - cps:Asit - Cf: Arorm -Italics are used when the unmarked form is used,

regular font is used when the marked form is used
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Appendix 11nterface of forms in retelling the video

Birds

Breakfast
Astpectual style Combination | TAL1 FrL1 FrL2
S A4, All, A12 F02, FO4, FO5 A01, AO03, A04,
-§ A01, AO3 AO5, A06, A7,
S | Juxtaposition M-M A9, All
*;3< of forms U-U A5, A7, A8, A06 FO03, F1, F3,F4
T A9, Al13 FO1, F2 A02, A3, A1l0,
2 M-U A13
g Contrast of Al, A3, A6, AlO0, A4, A12
£ | forms U-M A02, A04, A05
Aspectual contrast M-nonprg F5
nonprg-M
U-nonprg A2
nonprg-U A6
Other F6 Al, A5, A8, A2
Aspectual style Combination TAL1 FrL1 FrL2
c | Juxtaposition off M-M A9, All, A04, A9, All, A04,
;8 forms A6 A06
(2]
2 uU-u A2, F03, FO05, F1, F3, A2, A01, A6,
§ Al, A3, A4, A5,|F5,F6 A7, A02, A13,
= Al13,
3 | Contrast of| M-U A10, Al12, A7, A8,| F02, FO4 A10, A12
é forms A06
2 U-M A01
Aspectual contrast M-nonprg A4, A03
nonprg-M
U-nonprg A02, A03, A0S F2 AO05
nonprg-U Al
Other FO1, F4 A8, A3, A5,
Earthsea
Aspectual styles Combination TAL1 FrL1 FrL2
Aspectual Juxtaposition | M-M Al, A6 F04 A7, A9,
Juxtaposition | of forms All, AO03,
A06
uU-u A2, A3, A4, A8, | FO3 A2,
A9, A10
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Kabaret

Wakeup

Aspectual styles Combination TAL1 FrL1 FrL2
Contrast  of] M-U A06, A12 Al12
forms U-M A7, ALl
Aspectual contrast M-nonprg A03, A04, A05 FO5, F3 01A AO04,
A05, A4
nonprg-M
U-nonprg AO01, AO2 F1 A02
nonprg-uU
Other A5, Al13 F02, FO1, F2| A5, A3, A6,
F4, F5, F6 A10, A13
Al, A8
Aspectual styles Combination TAL1 FrL1 FrL2
Aspectual Juxtaposition | M-M A6 AO01, A5
jUXtapOSition of forms u-U A2 A5. A10 E2
Contrast  of| M-U
forms U-M
Aspectual contrast M-nonprg A4, A8, All1FO01, FO2, FO4] A03, A04, AO5,
A12, AO3, FO5, F1, F6 A06, A6, A9,
Al11, A12, Al13,
nonprg-M F3 A4, A7, A10
U-nonprg Al, A3, A9, F4,F5
A13, A04
nonprg-U A01, AO2, A2
Other AO05, A0O6, A7 | FO3 A02, A3, Al
A8
No Sim
Aspectual styles Combination TAL1 FrL1 FrL2
Juxtaposition off M-M
Aspectual formsp
u-u
JuxtapositionContrast of| M-U Al12
forms
U-M
Aspectual contrast M-nonprg FO4, FQ5A03, A04,
F1, F2,] A05, AO06,
F3 A7, A9, Al1,
nonprg-M A6
U-nonprg A2 Al3, A02

427




Aspectual styles Combination TAL1 FrL1 FrL2
nonprg-uU
AP-nonprg A4 A7, A8, A9,
A10, A13, A01,
A02, A03, A04,
A05
Non-aspectual style Al, A3, A5,F01, FO2,] AO1, A4,
AO06, FO3, F4,
F5, F6
No Sim Al, A2, Al0
A3, A5, A6,
A8, A12
Fire
Aspectual style Combination TAL1 FrL1 FrL2
Aspectual Juxtaposition | M-M
p of forms U-u F2
Juxtaposition Contrast  of| M-U
forms U-M
Aspectual contrast M-nonprg A05, A9, Al2,| FO3 A03, A3,
A13, A4, A9, A7
nonprg-M A06, A11, FO2 All
U-nonprg A7, A8, F4
nonprg-U A3, A6 A03, FO5
Non-aspectual style Al, AO1, AO2, FO1, | AO01, AO02,
F04, F1,| AO5, Al12,
F5
No Sim A5, Al0, A2,| F3,F6 A04, AOE€,
A04, Ad Al, A2, A5,
A6, A8,
A13, A10
Salmon
Aspectual styles Combination TAL1 FrL1 FrL2
Aspectual Juxtaposition M-M All, A12,A06 | FO4 A03, A04,
juxtaposition| of forms A05, A06
uU-u A5, A02 FO1, FO5 Al,
Contrast of forms| M-U A10
U-M Al, AO3
Aspectual contrast M-nonprg A3, A6, AVFO02 F2,F3 A3, A9, All,
A9, Al13, A04, Al12
A05

428



Aspectual styles Combination TAL1 FrL1 FrL2
nonprg-M AO01, A4
U-nonprg A2, A4, A8, FO3 F1 Al3
A10,A01
nonprg-U A2
Other F5, F4, F6 A02, A8, A5
A6, A7
Soup
Aspectual styles Combination TAL1 FrL1 FrL2
Juxtaposition M-M A6, A04, AD6 A05, A06
s of forms U-u A2, AO2
B © | Contrast M-U FO1, FO5
8 £ | of forms
2 g U-M A01, All
Aspectual contrast M-nonprg AAQ3 F02, FO4, F2| AO03, A04
nonprg-M
U-nonprg A1,A05, FO3, F5 A02, A2, A4,
nonprg-uU
Non-aspectual Style
Other A3, A5, A9,| F3, F1, F4| A01, Al, A3,
Al1, A12, Al13,| F6 A5, A6, A7,
A7 A8, A10 A8, A9, Al0,
Al12, A13,
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