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ERRATA

Page 1, line 22, instead of "necessa.ry tools", 'please’read "ade-
guate structures",

Page 25, line 24, instead of "to his development stage, pPlease
read "to his mentay development stage®. :

Page 58, lines 2 and 3, instead of "no powers of reflectlon“

. Please read "no powers of expressing his ideas".

Page 59, line 23, instead of “"adolescents will have problems to
argue”, please read "adolescents will probably have problems to
argue",

.Page 60, line 2, instead of "théy will be able to" please read
"they w:Lll probably be able to',

Page 60, line 11, instead of "they will be able to write" please
read "they will probably be able to write',

Page 60, line 23, instead of “They will not be able to" please
read "They will probably not be able to", :
Page 60, line 26, instead of "students will hawve difficulty to"
Please read "students will probably have difficuliy to", _
Page 67, lines 13-15, instead of "They have no way to make a ==
promise or threat because there were no examples of this modality,
It is expressed by the use of SHALL", please read “They can make -
& promise or threat by using speech acts or conditional clauses, :

by the use of SHALL"
Page 69, instead of "Logical Connectors", please read "Logz.cal
Connectors, Occurence and Frequency®. ' -

Page 70, instead of *Kodal Verbs", please read “Modal Ver'bs,
Occurence and Frequency". :
Page 81, line 5, instead .of "desnvolv:.mento”, please read "desen—
volvimento",

Page 91, line 15, instead of "The Growth of Th::.nklng ’ please
read "The Growth of Logical Thinking",
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ABSTRACT

The aim of this research is to stﬁdy cognitive develop-~
ment and its implication to the teaching of English as a foreign
' language, i.e., to check whether the Language Courses in Brazil
provide the level of proficiency for the students to communicate
at the level of cognitive development they are in, that of formal
opsrations, and, consequently, argue, especially during their
literature classes. This work involves the study of the modal
verbs and the logical connectors collected from the basic texts
of each unit of two-first-year English coursebooks used at
University level. The analysis is carried out on a cognitive
development perspective, derivea from different éuthors.
Therefore, a review of the literature on cognitive development,
logical connectors and modal verbs hés been.ihcluded in the
present research;

After analysing the data, we drew the conclusion that
the English coursebooks used at University level in Brazil do
- not provide the level of preoficiency for the students to
communicate at the level of cognitivgudevelopment they are in,
that of formal operatibns. They were originally designed fcr

High School students and not for University students.



1l - INTRODUCTION

The English Language is taught as a foreign language in
Brazil in High School (First and Second levels), and at the Uni-
versity level. High School in Brazil refers to a period of formal
instruction which cégers the ages between eleven and eighteen,
The third level is the University level, for which the minimum
age is about eighteen.

At this level it may be taught as Technical English, i.e.,
English for Specific Purposes (ESP), for all courses, except for
"fetras". Whereas in ﬁourses in which it is taught as ESP the
students will learn how to read and understand technical litera-
ture, in courses like "letras" students may take English, among
other languages, as one of their major»subjects and will acquire
the four basic skills in learning a language, i.e., listening,
speaking, reading.and wriiing.‘The material used for this purpose
ranges from coursebooks, short stories, novels to movies, songs,
games, etc. The classes are normally structured around a 60ur§e-'
book for which the other materials are a complement. As a result
of the use of these materials students should acquire the knouw-
ledge to listen, speak, read and write in English.

Therefore, the choice of the.book‘is very important, and
thus the necessity of the teachers to choose and adopt a book
which would provide the necessary tools for the students to com-
municate and argue at the level of mental development they are
in, that of logical and abstract reasohing; and yet, observe

whether the book was originally designed for High School or for



University students.

In case an inadequate book is chosen, it may cause a
serious problem either for the students because they will not
be able to structure their ideas (they may have all the vocabu=-
llary they need,.but they will not master the adequate structurés);
or for the teachers because they will have, somehow, to comple-A‘
ment the book by providing the missing linguistic elements, when
they are aware of this problem. Otherwise, students will be able
to communicate as if they were in the stage of concrete reason=-
ing, where the child just creates descriptive sequences and enu=-
merates facts. In addition, this may make the adolescents feel
uncomfortable about using the foreign language because they may
feel a little childish using only simple structures. And, besides,
there is a hierarchical preference within the individual, i.e.,
a disposition to prefer a solution of a problem at the highest
level available to him.

It is really a hard task to choose a book for teaching a
foreign langueage. Though the University studeﬁts are adults,
they kneow very little tnglish. Thus the natural tendency for
teachers to choose and adopt a book for beginners, and not to
take the target students' level of mental development into
account.

‘Students need English to carry out argumentationé, es=-
pecially during their literature classes. They need to have all
the necessary background for them to argue and write essays on
literary analysis and cfiticiéms..This hormally does not occur,
and, cecnsequently, students will be able to argue as if they
were in the stage of concrete reasoning.

AThe present diésertation will be primarily concerned with

the problem: "Students in the first-University-year of Language
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Courses in Brazil do not acquire the level of proficiency for
them to take literature studies in the second year".

Ue intend‘to limit our analysis toc the logical connectors
(conjuncts, conjunctions and cdrrelatives), and the modal verbs
used in two different coursebooks adopted for the teaching of
English as a foreign language at the University level in Brazil.

The choice of the logical connectors is dué to the fact
that they keep the argumentative orientation (and, besides,
either ... or); they are structures that opposé argumentative

orientation (but, although), and they are also structures that

articulate argument and conclusion (so, once that, because, as,

then, since, for). Argumentation is characteristic of the level
of mental development the University students are in, that of
logical and abstract reasoning. And, besides, because they en-
able the students to compare, to express implications, alterna-
tive courses of actions, to formulate hypotheses, etc. The
students will need the logical connectors to utter coordinate
as well as subordinate sentences, the latter being more aﬁpro-
priate to the stage of logical and abstract reésoning because,
at this stace, the adolescents are entering‘adult society and
part of being-ah adult is communicating like one. Adolescents

will make use of and, but, then, which are pertinent to the

concrete reasoning stage, but they will, as well, need most of
the other connectors to convey their ideas according to their
level of mental development, that of logicai and abstract rea-
soning. In addition, it is also during this étage that adoles-
cents acquire the capacity to use both deduction and experimen-
tal induction at the same time.

At this stage individuals are ready to master almost all

the structureg of their first language, as well as of any other



foreign or second language.'Within Piaget's framework maturs
development virtually ends with logical aﬁd abstract reasoning;
adolescents entering‘this period have achieved fully logical
thinking, and there is little more for them to do, except, per=
haps, to extend their logical thinking to new content areas".l
Linguistically épeaking this expansion would be actualized at
lexical (vocabulary) level, and not at the structural one.

In addition, at the stage of logical and abstract reason-
ing "an adolescent is capable of thinking of himself or herself
as a more open and creative-individual“.2 How can an adolescent
be creative and express his doubts and uncertainties about the
world having at his disposal a limited Znglish background, spe~-
cifically a small numbervof logical connectors? It will be dif-
ficult for him to find the correspondent linguistic elements in
the structure of the language.

And, besides, "although the use of proper logical connec-

tors is essential in the production of good writing, it is also

important for ESL/EFL students to be able to recognize their
function wvhile reading and liétening and it is also important
for the students to confrol the more common ones while speaking".3

The students understand more than they can produce; they
assihilate many logical connectors although they may be able to
master %ew (the more common ones) in their structures. And, be-
sides, if they are exposed only to the more common ones, they
will be able to produce a very limited number of different
structures.

As for the modal verbs because they enabie the students
to convey the idea of judgement, possibility, obligation,.inten-
tion, permission, prédiction, necessity, certainty, in order to

argue. These ideas are expressed through "modality", which is



a semantic term relating to the meanings that aré usually asso=-
ciated with mood. They need the modal verbs to ascertain facts
and test the resuits of their experiments by formulating hypoth-
€sSes. |

The adolescent at the University level is at the stage
of logical and abstract reasoning whose moét important hallmark
is the reversal of the relation between concrete reality (actual-

ity) and possibility. New possibilities can be derived and are

combinations of the variables inherent in the problem, without
regard to whether they were previodsly actualized or experienced.
At this level wbat counts is what "could be" and not merely what
*is" or "was". He will be able to express this possibility mainly
through the use of the modal verbs. |

| The analysis will be limited to the first-year-course-
books adopted by the Universidade Federél do Parana (UFPr) and
at the fundag3o Uﬁiversidade Cstadual de Maringa (FUEM). It was
decided teo anélyse'these books, first, because the present dis=-
sertation was carried out in Curitiba; second, because the
author graduated in "Letras Ahglosportuguesas" at the FUEN. The
idea was to analyse two different samples used at two different
universities, and thqs extend the results to the Brazilian real-
ity.

Y:Typically, different autﬁors have different objectives

in mind when wrifing their books; consequently, they write a
book aimed at a target ciientele. Based on the coursebooksselected
for tte present work it seems that teachers choose and adopt their
teaching materials at random. They do not observe if the books
selected presuppose a basic English background which would be
previously acquired at.High School. The books adopted at the

UFPr and at the FUEM, respectively, do not possess an author's 



description where it would be mentioned that the books were
designed for University-level students. Thus, the_books' content,
especially concerning modal verbs and logical ccnnectors may
not reflect the cognitive development of the students for whonm
they are adopted. Courseboocks are written for wide audiences.
Books for TEFL are written for an even wider audience, to be
used in many countries at various types of teaching institutions.
Therefore, the necessity of analysing a book before adepting it.
Rs the first-year-ccoursebook offers the adeclescents a
limited range of possibilities for them to convey their ideas
in English, they will either enter the second year with a very
limited number of structures, or drop out. This may also be
the resson why adults usually prefer to take "private" English
classes, where they can negotiate the content with their
teachers. With the knowledge acquired in the first year they
will have the necessary information to communicate as if they
were in the previous stage of mental development, that of
concrete reasoning, where the child bases himself on reality
and just describes what he seos, and not as if they were in
the stage of logical and abstract reasoning, when they formulzte
hypotheses, and create utterances about the utterances, i.e.,
fhey ascertain a fact and based on the assertion they compare
things:and formulate other propositions, and also test the
results of their experiments. They start to make extensive
use of deductions and experimental inductions at the same time.
Therefore, in order to investigate and carry out the
problem of the students not acquiring the level of proficiency
necessary for carrying out literature classes ot the University-
level in Brazil, the following bypothesis was built: "The

Language Courses in Brazil do not correspond to the cognitive



necessities of the students".

Our main objective is to test the hypothesis mentioned
previously. A review of the literatufe on cognitive developnent,
logical connectors, and the modal verbs will be presented before
the analysis is carried out.

In order to test our hypothesis an analysis of the modal
verbs and of the logical connectors will be presented, on a
" cognitive development perspective.

The framework fer interpreting and analysing the logical
connectors will be derived from a2 recent £nglish grammar, by
Quirk et al.; 1985, because this is the most up-dated and the
mdst comprehensive descriptive grammar available. [lurcia and
Freeman, 1983, was also censulted because they present a
functional approach to logical connectors,

In addition, in order to carry outvthe analysis of the
modal verbs, Palmér, 1979, was consulted because he presents
one of the most complete surveys on modality and the Cnglish
modal verbs, as well as fiurcia and Freeman, 1983.

Based on the aufhors consulted some adaptations were
made in order to build a framework with which the data would
be analysed. This adaptation was due to the fact that some
of the examples could not be analysed according to the classi-

fication aveilable.

1.1 MNETHODCLOGY

The first step in this work was to select the course-
books that would be analysed. The books selected were: "Person

to Person", adopted at the UFPr, and "Streamline"; English

Departures, adopted at the FULH,

The second step was te limit the research tc the first-



year-University level because the first year is a pre-requisite
for literéture studies. Therefore, at this level students

should acquire the necessary English background for them to
argue and write essays on literary interpretation, analysis and.
criticisms, They need to know how to handle argumentation, and
that is pertihent tc the level of logical and abstract reason-
ing in the human mental development.

The third step was to revise the literature concerning
not only cognitive development, but modal verbs and logical
connectors as well. |

The following step was to decide on the kind of data to
be collected and analysed. Thus the final decision was to
collect and analyse all the modal verbs and the legical
connectors from the basic texts of each unit. This checice uwas
due to the fact that the basic texts normally carry the main
theme and main points cf the unit. All the secondary texts or
exercises are usually based on them, as a way of reinforcihg
some of the most relevant structures and lexical items.,

Afterwards, the data was collected, organized and
analysed according to types and frequency, and discuscsed and
correléted with the cognitive development stages, which lead

to the final conclusion.
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2. - REVIEW OF LITERATURE

In the present chapter we shall be dealing with descrip-
tions and linguists' points of view and attitudes concerning
cognhitive development and its linguistic markers, with special

reference to logical connectcrs and modal verbs.

2.1 - THE COGNITIVE DEVELCPMENT THEORY

Cognitive developmental theories are "interactional", i.e.,
they assume that basic mental stiucture'is the product  of the
patterning of the interaction between the organism and the envi-
ronment, rather than directly reflecting innate patterns of
event-structures (stimulus contingencies) in the environment.

Cognitive means "putting things together,»relating events,
and in cognitive theories this act of relating is asedmed to be
a passive connecting of events'through external association and
repetition". According to cognitive developmental theory, ali
mental structure.has a cognitive component and all cognition
involves structures.l h

Cbgnition is defined as function (as modes of’action)
rather than as content (as.set of words, "verbal respbnses", asso-
ciations, memories, etc,) or as a faculty or ability (a power of
producing words, memories, etc,). |

Cognitive development is the result of guided learning,
of recurrent associations between specific discriminative stimuli
inAthe environment, specific responses of the child, and specific

reinforcements following these responses.
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" According to Grinder,3 Piaget studied cognitive develop-

ment deeply and designed four main steges, as follows:
2.1.1. SENSCRI-IOTCR STAGE

It covers the period from birth to about two years. This is
the period wheﬁ the cﬁild learns to coordinate perceptual and
motor functions and to utilize certain elementary schemata (in
this context, a type of generalized behavior pattern or dispo-
sition) for dealing with external objects. He comes to know that
objects exist even when outside his perceptual field and coor-
dinates their parts into a whole, recognizable from different
perépectives.4

Accofding to Herriot,5 during the sensori-motor stage, the,
child responds to sensory input, whether it consists of events
outside or inside himself, or of his own behavior. As a result,
this behavior occurs as a linear.sequence, since each response

acts as a stimulus to the next response.

2.1+2. PRE-CPERATICNAL OR REPRESENTATIONAL STAGE

1t extends from the beginnings of organized symbolic behav=-
ior -« language in particular - until about six years. The child
comes to represent the external world\ﬁhrough the medium of
symbols, but he does so primarily by generalization from a moti=-
vationallmodel - e.g., he believes that the sun moves because
"God pushes it" and that the stars, like himself, have to go to
bed. He is much less able to separate his own goals from the
means for achieving them than the operational level child, and
wvhen he has to make corrections, after his attempts to manipulate
‘reality are met with frustrations, he does so by intuitive regu-
lations, rather than operations - roughly, regulations are

after-the-fact corrections analogous to feedback mechanisms.
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2.1+3. CONCRETE OPERATIONS STAGE

It occurs between seven and eleven years of age, and the
child acquires the ability to carry out concrete operations.
These greatly enlarge his ability to organize means independently
of the direct inputs toward goal achievement; they are instruments
fof deéling with the properties of the immédiately present object
world. |

A concrete operation is a mental action in which classes
of objects or relationships between objects are combined or
related to make statements about the environment.

According to Grinder,7

thinking in the concrete stage is
'limited primarily (almost exclusively) to thinking about things.
The fundamental "building blocks" of the concrete stage are the

Logic of Class and the Logic of Relations.

The Logic of Class refers to the child's ability to handle

preblems of classification. The child decides whether something
is or is not a member of clessification. (The class boundaries
are treated as "given". Thinking at thisfstage is about things,
and the class boundaries are, by and lerge, not treated as "things").

The Logic of Relations refers to the child's ability to

relate things of differing sizes among the context of graded and
‘ordered series. The child can take things of varying sizes and
place them in size place, relating any one to any other one
within the context of series. Furthermore, the child can set one
series into correspondence with another series by means of “one
toc one correspondence™, which is a major step toward the mastery
of cause and effect relationshipse

The concrete operation child is limited to thinking about
actuel concrete situations and things as they are pressnted to

him in the real world. There is some limited capacity in the-
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concrete stage to think about some abstractions, but the degree
is sufficiently limited and the "abstractions” are usually
sufficiently close to concrete and perceptual realities as to
warrant the generalization that thought about abstractions does
not come until the formal stage.

According to Inheider,8 at this stage "the child develops

concrete operations and carries them out in Classes, relations
or numbers, but their structure never goes beyond the level of

elementary logical groupings, or additive and multiplicative
numerical groups. Vuring the concrete stage, he comes to utilize
both the complementary forms of reversibility (inversion for
classes and numbers and reciprocity for relations), but he never
integrates thém into the single total system found in formal
logic. According do Richmond,9 reversibility with classes is
echieved by performing an opposite action which will undo the
first aétion, e.g., taking apart as opposed to putting together.
The reversibility of relatiohs, on the other hand, is achieved
by performing a second action, which exactly compensates for the
first condition without undoing it. The result of the two condi-
tions tqgether prbduces an equivalence.

Inhelder:’ mentioned the following example of a reversible
operation: the child who puts a weight on the balance scale and
realizes that it tips too far can take it off and search for a
lighter'one, rather than add more weight simply for the sake of
corrective action. With ths advent of opérations, the margin of
trial-and-error is greatly decreased because the child selects
means oh the basis of an intended structure (in this example the

structure is a serial-crder of weights).
11

And yet, Inhelder™~ concludes by saying that: "In sum,
the concrete operations are based on the lbgic of classes and

the logic of relations; they are means for structuring immediately
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present reality".

Richmond concludes that:

In sum, concrete thought remains essen-
tially attached to empirical reality.

The system of concrete operations - the
final equilibrium ettained by pre-oper-
ational thought - can handle only a
limited set of potential transformations.:
Therefore, it attains no more than a
concept of "what is possible", which is a
simple (and not very gregi) extension of
the empirical situation. ‘

2.1.4. FORMAL OPERATIONS STAGE

It starts between twelve and fifteen.years of age and
involves the apﬁearance 6f formal as opposed to concrete oper-
ations. 1t is characteristic of the years from middle adolescence
onward, including adulthood. It is the "final equilibrium" in
cognitive development as formulated by Piaget.

13 "the adolescent is the individuel

According to Inhelder,
who is still growing, but one who begins tc think of the futurs,
i.e., his present or future work in society. Further, in most

cases in our societies, the adolescent is attemptinc to plan»his

future work in adult society and has the idea of changing it".

Grinderla

rmentions that the distinguishing characteristics
of the formal stage are suggested by the three names that are
used interchangeably for this stage: “formel", "propositional®,
"abstraét". "Formal" emphasizes that what counts is form and not
content, as in formal logic where the focus is on the formal
relations: between the propositions or as in mathematics where an
equation represents a formal relation among the symbols that is
essentially independent of the particular realities they repre-
sent. "Propositional" emphasizes that, as in formal logic, think-

-ing is cast in terms of "propositions", statesments, hypotheses.

"Abstract" emphasizes that thinking here is no longer bound
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by "the thing itself", but deals with attributes abstracted from

the thing itself; formal stage thinking deals with propositions,

words, thoughts, concepts, hypotheses, ideas, ideologies, as well
as with "things" themselves.

Grinder mentions that, perhaps, according to Piaget, the
most important hallmark of the formal stage is the reversal of

the relation bstween concrete reality (actuality) and possibility.

In the concrete stage, actuality is in the foreground. In the
formal stage, the relation is revérsed and possibility comes to
the foreground. New possibilities can be derived and are recom-
binations of the variables inherent in the problem, without
regard to whether they were previously actualized or experienced.
What counté in the formal stage is what "could be" and not merely
what "is" or "was". All combinations of. all possible values of'ail
the relevant variables are given equal weight in formal stage
thought without regard to whether they are actualized or not.

The fundamental theoretical "building blocks" of the for-

mal stage are the Combinatorial System (sometimes called the

Structured Whole) and the INRC Group of Operations. They are

conceptualized as the theoretical foundations of the formal stage,
analogous to the Logic of Class and the Logic of Relations. to the

concrete stage.

The Combinatorial System refers to the complete and ordered

(organiied) matrix of all possible combinations of all possible
values of all possible variables inherent in a problem.

The INRC Group is the set of four lbgical operations that

together with the Combinatorial System constitute the theoretical
foundations of the formal stage, The four operations are Identit5
Negation, Reciprocity and Correlativity, each represented by its

initial in INRC. They are operations by means of which one "gets

around™ within the Combinatorial Matrix, transforming one combi-
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‘nation into another and grouping combinations into logically
significant groupings.

The INRC Group can be defined in terms of mathematical
logic, but it will be defined here in terms of a concrete example:
Identity refers to some initial given operation. Negation is a |

simple direct undoing of that operation. Reciprocity is undoing

the effect of the initial operation by changing some other vari=-

ables in the system. Correlativity refers to negation of the
reciprpcal change, completing the set. As illustration, if
putting weight onto one side of a previously balanced scale is
the initial operation (Identity), then Negation would be directly
removing that weight; Reciprocity would be either shifting the
pan or adding weight on the other side to restore the balance,
and Correlativity would be the operation undoing that reciprocal
‘chahge thereby leading to the same effect as was created by the
initial operation (with which if thus "correlates").

It is also during this stage that the adolescent acquires
the capacity to use both deduction and experimental induction at
the same time, but he uses the first very effectively and is late

in making use of the second in a productive and continuous task.

Though the principal intellectual characteristics of adolescence
stem directly or indirectly from the development of formal
structuras.l5

Whereas a child is limited to action and a partial reality
the adolescent mentally surveys many possibilities, forms theories
and conceives imaginary worlds, but his commitment begins in real
life situations. Adolescents can be mentally creative, whileibh
child limits himself tc action and a partial reality. The adoles-
cent is capable of dealing with the combinatory system as well

as with problems in which many factors operate at the same time.

The adoleséént ascertains a number of facts and formulates them
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as propositions, e.g., "This rod is steel; it is also long",
"That rod is steel, but it is shorter", etc. He also ascertains
‘the results of his experiments, e.g., "a long steel rod bends,

a short brass one does not, a shorter steel one does", etc. The
formal operations enable him to combine these prnpositions men-‘
tally and to isclate those which confirm his hypctheses, on the
determinants of flexibility. The combinastorial system is the
structural mechanism which enables him.to make ihese combinations
of facts,

Accof&ing to Richmond,l6 the child structures only the
reality in which he acts and so extends the real in the direction
of the possible. WLith formal operations,.on the other hand, the
given envircnment can be treated as one of a number of pbssible
conditions. The adolescent then verifies which condition actually
pertains in the given situation, i.e., he begins with the
possible and proceeds toward the real; he starts to make exten=-
sive use of deductions. Thus, formal operations reverse the

relationship between the real and the possible. In Richmond it

was found that Piaget comments about this as follows:

The most distinctive property of formal
thcught is the reversal of direction

between reality and possibility; instead
of deriving a rudimentary type of theory

- from the empirical data, as is done in
concrete inferences, formal thought begins
with a theoretical synthesis implying that
certain relations are necessary and_thus
proceeds in the opposite direction.

18

According to Inhelder, "in our society the 7-8-year-old

child (with very rare exceptions) cannot handle the structui@
vhich the 14415-year~old adolescent can handle easily. The reason
must be that the child does not posseés a certain number of
coordinations whose dates of developmeni are determined by stages

of maturation. In other words, the lattice (combinatorial system)
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and group structures (INRC group) are probably isomorphic with
neurologicel structures and are certainly isomorphic with the

structure of the mechanical models devised by cybernetics in

initiation of the brain. |

At the concrete operations stagea child at kindergarten

has already acquired 8.C00 words and almost sll of the basic
grammatical forms of the languagé. They can handle questions,
negative statements,.dependent clauses, compound sentences and
a great variety of other constructions. He uses language in many
different social situations. Later on, during the school years,
he acquires the written language.

| On the other baznd, at the formal operations stage,.assuming
they have language, teenagers add their own special style. They
can learn concepts from the verbal context and they acquire some
verbal concepts. At this period the importance of content before
structure is stressed; one describes what one wants to say before
how one is geing to say. v

And, besides, whereas the adolescent Starts to make use
of deductions, i.e., he begins with the possible anc proceeds
toward the real, the concrete child is limited to thinking about
concrete situations and things as they are presented to him in
the real world.

Rccording fo Beérd,l9 in this period the adolescent can
accept aésumptions for the sake of argument; he makes a success=-
ion of hypotheses which he expresses in‘propositions and proceeds
to teét them; he begins to look for general properties which
enable him to give exhaustive definitions, to state gsneral lauws
and to see common meanings in proverbs or other verbal material;
in his spatial concepts he can go beyond the tangible, finite and
familizr to conceive the infinitively large or infinitively small

and to invent imaginary systems; he beccmes conscious of his own
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thinking, reflecting on it to provide logical justification for
judgements he makes; he develops an ebility to deal with a var-

iety of complex relations such as probortionality or correlation.,

The formeal stage has its onsetin early adolescence and
is regarded as characteristic of the years from middle adoles-
cence on through adulthood, being the final "equilibrium" in
cognitive development as formulated by Piaget. In general, the
formal stage bears a hierarchical relation to the concrete stage,
'subsuming concrete-stage function as a part of itself rather than

simply replacing it.20

Rccording to Lavatelli and Stel,'ndler,21 concrete operational
thought or even sensofi-motor thought does not disappear uwhen
fdrmallthought arises, but continues to be used in cencrete situ-
ations where it is adequate or when efforts at solution by formal
thought have failed. However, there is a hierarchical preference
within the indivicual, i.e., a disposition to prefer a solution
of a problem at the highest level available to him,

In summary, then, fully déveloped formal-stage thinking
éppears to be a kind of "cognitive maturity". It integrates all
that has gone befors. It is more ideal than typical, more
potential than actual.zz-

Within Piaget's framework, cognitive development virtually
ends with formal operations; adolescents entering the formel

operational period have achieved fully logical thinking, and

there is little more for them to do, except perhaps to extend

their logical thinking to new content areazs.z"3

22+ LINGUISTIC MARKERS OF COGNITIVE DEVELOPMENT

Since birth a baby tries tc communicate by using some sort of

a code. He starts by crying, smiling or babblingq'Human beings
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are social individuals, thus the need for communication. The
individuals need to communicate their ideas, either through
verbel codes, as in human language, or through body language
(gestures, mimes, facisl expressions, etc.).

According to Gleason,zayoung children apquire the compo-
nents of their native language in a short time. By the time they
are at school age and begin the formal study of grammer, they
already know how to vary their speech to suit the social and
communicative nature of a situation; they know the meaning and
pronunciation of literally thousands of words, and they use quite
correctly the grammar forms: subjects, objects, verbs, plurais,
tenses - whose names they learn in the late slementary years.
“Language development, however, does not cease when the individual
reaches school age or adolescence or maturity for the matter. The
development process continues throughout the life cycle.

In order to understand langdage development we have to
analyse it from early infancy to old age, as did Gleason.25 At
each siage language, i.e., vocabulary,'categories, syntax, sem=-
antics, reflects the stage of cognitive development the child is
going through. Acccrding to Grinder, each stage reflects what is

essentially an optimal trend within its associated age range.

2.2,1. LANGUAGE IN INFANCY (SENSORI-RMOTOR STAGE)

Human beings begin to acquire language during their first
months, long before they say their first words. They pay atten-
tion to adult faces and are responsive to the language spoken
to them; they takebtheir turn in éonversation, even if the turn
is only a burble (Snow, 1977; Lieven, 1978). Infants are capable
of, among other things, making fine distinctions émong speech

sounds,'including sounds that are both rare in the world's lan-
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,guages:énd previously unkown to them (Eimas, 1975; Trehub, 1976).
Midway through their first year, infants begin to babble,
to play with sounds as they play»with their fingers and toes.
Nowadays most researchers believe that babbling and early speech
are continuous phenomena. At approximately the same time they
take their firét steps, many infants produce their first words.
Children first acquire a meaning in é very context-bound
way, as a part of their reasl-world expectations. Children's early
learning is based upon prior cognition: they already have many
meanings. By the time children begin to acquire a vocabulary,
they have already been exposed to a great deal of languege and
'have a wide range on individual experiences.
| Gleason mentions that, according toc Brown, 1973, once
infants have begun to say a few words the course of a language
development appears to have some universal characteristics. The
early utterances are only one word long; the words are simple in
pronunciation and concrete in meaning (Stoel-Grammar & Cooper,
1984). They refer to the objects, events, and people in the

child's immediate surroundings.

2.2.2. THE PRESCHNOOL YEARS (PRE-OPERATIONAL STAGE)

Gleason states that, according to Brown, 1973, sometime

during:their second year, after they know about fifty words,

most children progress to a stage of two-word combinations. They
make the combinations into short utterances, without articles,
prepositions, or any other grammatical modifications adult lan-
guage requires. The éhild can now say such things as "That doggie",
meaning "That is a doggie", and "Mommy juice", meaning "fMlommy's
juice" or "llommy, give me juice"™ or "Mommy is drinking her juice"

R little later in the two-word stage, another dozen or so
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kinds of meaning appear. for instance, children may name an
actor and a verb: "Daddy eat". They modify a noun: "Bad doggie".
They specify a location: "Kitty table". They name a verb and an
object, leaving out the'subject: "Eat lunch". At this stage
children are expressing these basic meanings, but they cannot
use the language forms that indiceate number, gender and ﬁenses.

As the child's utterances grow longer, grammatical forms
begin to appear. In English, for imstance, children learn in and
on before other prepositions such as under, and they learn .the
progressiVe form with -ing before other verb endings such as the
=ed of the past. After they learn regular plurals and past tenses
like horses and skated, they create some regularized forms of
their own, like mouses and gated.

In the learning of morphological systems, such as the
plural or past tense, remains some of the strongest evidence we
have that children are not simply learning bits of pieces of
the adult linguistic system, but are constructing productive and
cohesive systems of their ouwn.

At very young ages, as parly as two and a half, children
begin combining sentences to express complex or compound proposie
tions, The simplest and most freduent way children combine sen-
tehces is to coﬁjoin two propositions\with and.

At this stage the child starts to develop different types
of sentences such as negatives, questions, énd imperatives. By
the time'they begin schdol, they have acquired most of the'mor; 
phological and syntactic rules of their language. They can use
language'in a variety of ways, and their simple sentences, ques-
tions, negatives, and imperatives are much like those of adultse.
There are more complex grammatical constructions that childrenb

begin using and understanding during the preschool years, but
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their acquisition is hot complete until some years later. At
this stage they also start to develop passives, coordinations,
and relative clauses.

Llord heaning acquisition depends at first on knomledge of
social and physical domains and later on khowledge of syntactic'
and other word meanings as well. In addition to semantic know=-
ledge of words, children gradually acquire an understanding of
the nature of words and their relationships to one another.

Even though children begin producing and understanding
some sentences with embedded relative clauses when they are about
three years old, they do not develop full structural knowledge
of this construction until they reach school. Ouring these years
children develop an extremely rich and intricate linguistic

system.

N

2.2.3., THE SCHOOL YEARS (CCNCRETE OPERATIONS STAGE)

By the time they get to kindergarten, children have
acquifed a vocabulary of perhaps 8,000 words and almost all of
the basic forms of the language. They can handle questions, nega-
tive statements, dependent clauses, compound sentences, and a
great variety of other.constructions. They have also learned to
use language in many different social\situations. They can, for
instance, talk baby talk to babies, tell jokes and riddles,vbe
rude to their friends and somewhat polite to their parents.

During the school years they acquire another linguistic

system - the written language. This would be almostimpossible if

they did not already possess spoken language.

The development of oral and written language systems is
profouhdly interactive. What occurs in early phonological and
~metalinguistic. development affects the acquisition and level of

achievement in early readings. The development of reading with
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its thrust toward understanding and evaluating previously unknown
thought affects the ability to communicate in oral and written
forms. The development of writing with its emphasis on expressing,

refining, and at times changing our thoughts affects how we speak,

read and think. The language can meke the difference betuween orél
and written language or never making the ongoing transitions

between theme.

2¢2.4+ LATER DEVELCPMENT (FCRMAL OPERATIONS STAGE)

Language development, like human development, in its other
manifestations, continues beyond thc point where the individual
has assumed the outward appearence of an adult. The teen years
may mark a crucial developmental line in the individual's ability
to learn a first language. |

Assuming they have language, teenagers add their own
special style, and part of being a successful teenager lies is
knowing how to talk like one.

Language development ering the adult years varies greatly
among individuals, depending on such things as their level of
education and their social and occupational roles.-

There is an attractive case for supposing that concepts
can be learned from the verbal context, in which the words denot-
ing them occur. The acquisition of some verbal concepts will lead
by gaohétric progréssion tc the ecquisition of more. .

Herriot thinks that the acquisition of concepts, and in
particular, the transition from pre-operational to opefational
thinkihg,'might be assisted by language, for it is a feature of
pre-operational thinking that perceptual features rather than
functional attributes dominate performance at problem-solvinge.

For him concept formation may be a very different thing from
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concept attainment.

Herriot points out that the work concerning social class
has shown interesting differences in language skills, but has so
far failed tc show convincingly that these differences are the
cause of cognitive differences.

And yet, Herriot mentions that Osgood, 1968, stresses the
importance of content before structure; one describes what one
wants to say before how oné is going to say. The adolescent wants

tc talk about subjects of his stage of cognitive development ,
i.e., formal operations, but the vccabulary taught to him, the
how he may put it, is not adequate. In particular, there are
features of the non-linguistic situation which act as cues to

26
utterance.

Great variability in both the structure and uses of lan=
guage is common, sxpected and in fact critical for mature lan-
guage performance.

The adolescent needs to have access to.the content, the
lexicon necessary for hir to produce his structure. Otherwise,
he will have to give up communicating his ideas because he will
not have the necessary vocabulary. The adolescent is able
to identify and assimilate more than he can produce. First he

thinks on what he is going to say and, afterwards, he decides on

how he is going to say that. Thus he needs to know the necessary
content.according to his development stage, that of formal oper-
ations. In this special case, he needs to know all the model
verbs and the logical cénnectbrs.

Our main interest in the present dissertation is in the
fourth period, that of formal operations, because this is the
period that starts from early adolescencs onwarqs, including
adulthood. Students who enter>a University in Brazil are mostly

adolescents (17, 18, or 19 years old).
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2.3 = LOGICAL CONNECTORS

The aim of this chapter is to present a review of litera-
ture on the logical connectors (conjuncts, conjunctions ahd cof-
relatives), based mainly on Quirk et al, 1985, and on Murcia and
Freeman, 1983.'

Rccording to Murcia and Freeman, 1983,29 conjunctions and
correlatives have as much a syntaptic function and serve to coor-
dinate clauses within a surface structure sentence; logical con-
nectors have primarily a semantic cohesive function, which holds
between surface structure sentences. (Halliday and Hasan, 1976:
244) .

Conjuncts are structures that keep the argumentative orien-

tation (and, besides, either ... or); they are structures that

oppose argumentative orientations (but, (2l)though), and they are

also structures that articulate argument and conclusion (sp, once

that, because, then, since, for, as).

Typically; logicel connectors are presented according to
the function they fulfill. fMurciea and Freeman presented an enu-
meration of the most common functions which logical connectors
can express, based on Secord's hierarchy (1978) of functional
categories, which in turn draws heavily from Ralliday and Hasan
(1976). The four broad headings under which they classified all
the conﬁectors are the following: additive (used to signal addi-
tion, introduction, to show similarity, etc.); adversative (used
to signal conflict, contradiction, concession, etc.); causal
(used to signél'cause/effeCt and reason/result, etc.), and sequen-

tial (used to signal a chronological or logical sequence).

2.3.1 ~ ADDITIVE

* ye are geing only to present these frameworks, and not to
criticize them. e _ }



1. Additign
ae. Simple:
additionally

also

moreover

not to mention THIS

b. Emphatic:
besides (THIS)
not only THIS | also

but ... as well

c. Intensifying:
in fact
as a matter of fact

to tell (you) the truth

to say nothing of (neg.)

de Alternative:
or

alternatively

2. Exemplification

27

in addition (TO THIS)

furthermore

further
and

too

either (negative)

as well (AS THIS)

what is more

actually
indeed
let alone (negative)

much less (negative)

nor (negative)

on the other hand

a. To exemplify a representative member:

such as
for example

for instance

as

like

be To exemplify the most important member:

especially

particularly

in particular

notably

c. To introduce an ordinary group member:

including
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de To introduce a specific example which comes in a separate
sentence from the preceding general statement:
for one thing by way of example

as an illustration to illustrate

3. Reference
To introduce a topic:
speaking about THIS
as for THIS
considering THIS
concerning THIS
regarding THIS

on the subject/topic of THIS

\
respect
THIS
with/in { regard Y to
the fact that
reference
/
4. Similarity
similarly in a like manner
likewise » by the same token

in the same way equally

5. Identification

To identify a constituent for whicb the reader/listener“ has
A alreédy been prepared:
that is (to say) specifically-
namely
6. Clarification
To clarify or rephrase a preceding item:
that is (to say) A in other words

I mean (to) put (it) another way

2,3.2 - ADVERSATIVE
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1. Conflict/Contrast (Two ideas incompatible or in contrast)

but while

however whereas

in contrast _ conversely

by way of contrast on the other hend

(and) yet - though (in sentence-final posi=-
when in fact tion)

2. Concession (Reservation without invalidating the truth of the

main clause)

but | on the other hand

even so despite THIS

however in spite of THIS

(and) still regardless (of THIS)
(and) yet notwithstanding (THIS)
nevertheless | be that as it may
nonetheless granted (THIS)
although admittedly

though albeit

even though

3. Dismissal
a. Alternative circumstances (Quirk et al., 1972):
either way in either case

whichever happens in either svent

b. Universal circumstances - two or more possibilities (Quirk
et al., 1972):
whatever happens in any case/event

all the same at any rate

4. Replacement

a. To rectify a preceding item:

(or) at least (or) rather



be To substitute a positive statement for a negative one or.

to substitute an actual outcome for a prior expectation:

instead
2.3.3 =~ CARUSAL

1. Cause/Reason

being that
seeing that
since

as

inasmuch as
forésmuch as

because (of the fact that)

2. Effect/Result

so that

S0

so much (so) that

for this reason

as a2 result (of THIS)
because (of THIS)

therefore

3. Purpose

SO

as to
80
that
that
in order
to
with this in mind

with this intention

4. Condition 

due to (the fact that)

in view of (the fact that)
owing to (the fact that)

for the (simple) reason that
for

in that

consequently

as a consequence
thus

hencé

in consequence

accordingly

in the hope tha£

for the»purpose of

to the end that

for fear that (negative)
for fear (negative)

lest (negative)

30
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To introduce the condition:

if granted (that)
-~ in case granting (that)

provided that | as/so long as

providing that even if

be

2:3.4

on (the) condition thet only if

in the event that unless (negative)

given that

To introduce the consequence:

then | under those circumstances
if so if not (negative)
in that case otherwise (negative)

that being the case

- SEQUENTIAL

l. Chronological and Logicel

Q.

be

Ce

Numerical:
(chronclogical and logical)
in the (first) place initially ...; secondly ...

first .e.¢3 second ...

Beginning: 4
(chronologiceal) (chronelogicel and logical)
at first to sfart with
| to begin with

for a start

first of all

initially
Continuation:
.(chronological) (chronological aﬁd logical)
previously next

after THIS then

31
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afterwards
eventually
subsequently

before THIS

d. Conclusion:

(chronological) (logical)

finally at last

eventually last but not least
at last : as a final point
in the end lastly

to conclude (with)

2. Digression

by the way incidentally to change the subject

3. Resumption

any how ' to get back to the point
anyway to return to the subject
at any rate ' to resume

4, Summation
a. General:

in conclusion in summary

to sum up in sum

to summarize

b, Review of main idea or purpose:
as I have said as has been mentioned/noted

as was previously stated

c. Combination of effect/result and summary:
then consequently
given (all) these points  thus
therefore - ' hence

S0



de Summary of points:

on the whole : all in all
altogether overall
in all

e. Condensation:

to make a ldng story short in short
to put it briefly to be brief

briefly , in a word

33

28 .
Rccording teo Guirk et al., 1985, conjuncts are more like

disjuncts than adjuncts in having a relatively detached and

"superordinate" role as compared with other clause elements.

But

they are unlike disjuncts in not typically filling the semantic

roles characteristics of adjuncts. Conjuncts often have semantic

roles that are conjunct-specific, i.e., they have the function of

conjoining‘independent units rather than one of centributing

another facet of information to a single integrated unit..They

have primarily a connective function of indicating the connection

between what is being said and what was said before. llost conjuncts

are adverb phréses or prepcsitibnal phrases.

Quirk et al., 1985, distinguished seven conjunctive roles,

which are listed as follows:

2.3.5 - LISTING
1. ENURERATIVE
first, second, third ...
first(ly), secondly, thirdly ...
one, two, three «..
a,b,c, eee. |
in the first place, in the second place ...
first of all

second of all



2.306 -

203.7 -

34

on the one hand ... on the other hand

for one thing ... (and) for another (thing)
for a start
to begin with, to start with

next, then

to concluds

finally, last, lastly, last of all

2. ADDITIVE

Equative

correspondingly, equally, likewise, in the same way, by

the same token

Reinforcing

again, alsp, further, furthermore, more, moreover, in par-
ticular, too, what is more, in addition, above all, on top

of it all, to top it (all), to cap it (all)

SUMMATIVE

altogether, overall, then, therefore, thus, (all) in all,
in conclusion, in sum, to conclude, to sum up, to summar-

iZe.

APPCSITIVE

namely (often abbreviated as viz in formal written English),

~thus, in other words, for example (often abbreviated to

2¢3.8 =

eg or e.g. in written English), for instance, that is(often
abbreviated to ie or i.e. in specialized written English),

that is to say, specifically.

RESULTIVE

accordingly, consequently, hence, now, so, therefore, thus,

as a consequence, in consequence, as a result, of course
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INFERENTIAL

else, otherwise, then;
in other words

in that case

CONTRASTIVE

1. REFCRMULATORY
better, rather, accurately, more precisely, alisas,
alternatively, in other words

2. REPLACIVE
again, alternatively, rather

better, worse;

on the other hand

3. ARTITHEZTIC

contrariwise, conversely

instead (blend of antithetic and replacive)
oppositeiy, then

on the confrary, in contrast, by contrast, by way of
contrast, in comparison, by comparison, by way of com-
parison, (on the one Hand «es ) on the other hand

4. CONCESSIVE

anyhow, anyway, anyways, besides

else, however, nevertheless, Eonetheless, notwithstand-

'ing, still, though, yet, in 'any case, in 'any event,

at 'any rate, at 'all events, for 'all that, in spite
of that, in spite of it all, after all, at the same tinme,
on the other hand, all the same, admittedly, still and

all, that said

TRANSITIONAL

1. DISCCURSAL
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incidentally, now
by the way
by the by(e)

2. TEﬁPORAL
meantime, meanwhile, in the meantime, in the meanuwhile,.
~ originally, subsequently, esventually
And yet, according to Quirk et al, 1985; subordination is
a non-symmetrical relation holding between two clauses in such a
way that one is a constituent or part of the other. Explicit in-
dicators of subordination are termed subordinating conjunctions
or subordinators. Both coordinétion and subordination involye the
linking of the same rank, but in coordination the units are con-
stituents at the same level of constituent-structure, whereas in
subordination they form a hierarchy; the subordinate unit being
“the constituent of the ‘superordinate Qnit. They distinguished the

coordinators and subordinators as follows:

2.3.12 - COORDINATORS

and, or, but

2:3.13 - SUBCRDINAT({RS
They are divided into simple and complex subcrdinators,

~

as follows:

l. Simple Subordinators

after, although, as, because, before,directly, if, immediately,
lest, like, once, since, that, though, till, unless, until,

when(ever), where(ever), whereas, whereupon, while, whilste.

2. Complex Subordinators

- ending with that:
but that, in that, in order that, insofar that, in the event

that, save that, such that
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- ending with optional that:
(a) participle form:
assuming, considering, expecting, given, grahted,

that
granting, provided, providing, seeing, supposing

(b) others:
- except, for all '
(that)
now, o
- ending with as:

according as, as far as, as long as, as soon as, forasmuch as,

inasmuch as, inscmuch as

Cthers:

as if, as though, in case

Out of the 234 different logical connecters presented by
furcia and Freeman, 1983, and of the 26B presented by Quirk et

al, 1985, the connectcrs and, sometimes but, because are used

by the child at the concrete operations stage. The child at this
stage handles problems of classification and relates things of

differing sizes within the context of graded and ordered éeries.
He is limited to.thinkiﬁg about actual concrete things and situ-

ations as they are presented to hin in the real werld.

Cn the other hanc, all the other connecters presented are
pertinent to the formal operations st;ge because it has its onset
in earlg adolescence and is regarded as characteristic of the
years from middle adolescence on through adulthood, being the
final "equilibrium" in cognitive development formulated by Piaget.
In general, this stage bears a hierarchicsal relation to the con;
crete stage, subsuming concrete stage function as a part of it-
self, rather than simply replacing it.

According to Fischer, 1985,29 within Piaget's framework,

cognitive development virtually ends with formal operations: ado- .
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lescents entering the formal operational period have achieved
fully logical thinking, and there is little more for them to do,
except perhaps to extend to new content areas. |

Therefore, adolescents will need to master fhe most com-
plex logical cbnnectorS'iike: likewise, therefore, accordingly,
otherwise, nevertheless, rather, incidentally, meanwhile, thus,
wvhereas, stc., that a child would never have maturity or ability
to use. Adolescents need tc express their ideas by using more
complex structures than those used by a child at the concrete
operations stage. |

ARll the logical connectors presented here are used to keep,
oppose, articulate and conclude argumentative orientations, which
are characteristics of the formal operations stage; in which ado-

lescents deal with reasoning and start toc argue about facts.

2.4 - MODAL VERBS

iodal verbs is one of the elements that can actualize mo-
dality. “"flood" is a grammatical term, while "modality" is a se-
mantic term relating to the meanings that are usueally éssociated
with mood. The relation between mood and modality is thus thet
between fense and time.30
24441 Palmer, 1979, by taking the syntax and semantics carefully

into acfount, made the distinction between three kinds of modal-

ity which he labeled "epistemic", "deontic" and "cynamic".

24.L1 EPISTERIC MODALITY

In language it is usually what Lyens.(1977; 792) calls
“"subjective" in that it relates to an inference by the speaker,
and is not simply concerned with "objective" verifiability in
the light of knowledge. It is the modal of propositions rather

than of actions, states, events, etc. This is exemplified by MAY
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for possibility and MUST for necessity, though other verbs, no-
tably SHOULD and WILL are used epistemically.
24.1.0.1 Poséibility
tpistemic possibility is indicated by MAY, and the para;
phrase in terms of “possible that" is an accurate one.
- They're all very sort of Kentish and they may be in

Sussex actually.

24.1d2 Necessity

Epistemic necessity, unlike factual assertion, makes judge-
ment and making the strongest of all judgements is not the same

as making a factual assertion.,
l. UST =~ You must find a change being back in London.
2. BE BCUND TO - It's bound to come out though, 1 think.

3¢ HAVE (GCT) TO - Something has got to give in this second
half, I think.

24J0.L3  Will
It refers to what is reesonable to expect.

- The French will be on holidey today.

24..1.4 Tentative Forms

fight and would are the relevant forms of MMAY and WILL,
but we must plso consider the status of what seems to be epistemic
SHOULD. Coulg is a more difficult problem, (except where it is

used in a negative context).

l. MIGHT - Might is used exactly as may is. It merely indicates
a little less certainty about the possibility.
- You think somecne might be watching us. ,
2. WOULD - Would is clearly the tentative form of will. It is a
kind of conditional.

- I think it would be Turner as well.



3. SHOULD - Should does not express necessity; it expresses
rather extreme likelihood,’or a reasonable assump-

tion or conclusion.

- You should be meeting those later on this afternoon.

2:4.L2 DECNTIC MODALITY

The modal verbs are used to express what is obligatory,
permitted, or forbidden. It is usually subjective in that the
speaker is the one who obliges, permits, or forbids. By uttering
a modal verb a speaker may actually give permission (MAY, CAN),

and make a promise or threat (SHALL), or lay an obligation (HUST

2.4d.2.1 Possibility

Deontic possibility consists essentially in the giving o
permission. But there is one curious"extended" use of CAN, to a
lesser extent, of MAY, and & theoretical point about the status
of CAN that must be considered.

l. Pefmission
-‘If_you want to recall the doctor, you may do so.
- Cen I pinch a ciggie? - Course you can. liould you like

a menthol or a plain?

2. Command - Can is often used to convey a command, often of a
brusque or somewhat impBlite kind.
= I'm Dr. Edgton now, so you can observe my new status.
May is also used in such expressions as: |
- You may take it from me.

- You may rest assured.

2e401.26 2 Necess.it!

The speaker clearly takés responsibilities for the imposi
of the necessity.
- The University is saying "These people must be sxpelled

if they disrupt lzoduoos™e -

40
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2.4.12.3 Shall
The speaker gives an undertaking or guarantees that the
event will take plaqe.

- You shall have it tomorrow.

24.12.4 Should and Cught to

The distinction between these two pairs is more than sub-
ject involvement. OUGHT TO and SHOULD will be treated with dynamic
necessity, though they sometimes have highly deontic characteris-

tics.

244,225 Had Better

The speaker advises the hearer of his best course of action,
and is fairly firm about his advice with the implication that
unpleasant consequences may follow it if it is not taken.

- You'd better ask him again when he comes.

2.4,L3 DYNAMIC MODALITY

It is the modality of events that are conditioned deontic-
ally (anc both dynamic and deontic modal are distinct from epi-
stemic modality in that they are modalities of events, while the
latter is the modaiity.of propositions). Under dynamic modality,
therefore, we shall consider not only 'bossible” for, but also
"necessary for", and, in additional,-the volitional sense of

WILL.,

2.403.1 Possibilit

l. 1t has a neutral and a circumstancial use and a subject

criented use of CAN.

a. Neutral - The use of CAN simply indicates that an event is
~possible.

- Signs are the only things you can observe.
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be Ability - It is often said that CAN may refer to the ability
of the subject.
- They can't speak a word of t£nglish, of course, you knouw,

they can say what they like.

c. Implication - CAN is often used not simply to say what one

can do or what is possible, but actually to
suggest, by implication, that action will, or should be taken.

- Yes, we can send you a map, if you wishe

2. BE ABLE TO

BE ABLE TO also éxpresses possibility. It always indicates
ability and as such, is alwags subject oriented. |

- And yet you're able to look at the future in this very

objective way without making a value judgement.

2. DARE
Semantically DARE is subject oriented.

- Inflation is a problem which dare not be neglected.

2.4.1.3.2 flecessity

l. HUST is sometimes used where thereis deontic modality. Yet it
often occurs where, in assertion, there is little or no indicétion
of the involvement of the speaker.

- If the ratepayers should be consulted, so too must the

council tenants.,

2. HAVE (GOT) TO
Often the meanihg simply is that of "circumstances compel™®
- external necessity, stc.

- I've got to be at London airport at fourishe.

3. SHOULD and OUGHT TO

It is not clear that (except in subordinate clauses) Enge-
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lish makes any distinction between SHOULD and OUGHT TO. They
seem to be largely interchangeable, even with tag questions,
since thers is nothing odd about:

- He ought to come tomorrow, shouldn't he?

The only-point.is that SHOULD is more common than OUGHT TO.

4, WILL
l. Volition - as contrasted with futurity (or conditional futur-
ity).

- I'm seeing if Methﬁen will stump up any money to cover

the man's time.

2. Power - "Power" is little more than volition applied to in-
animate objects, to indicate how such objects will characteris=-
tically behave., ' .

- You know that certain drugs will improve the condition.
Inference use of WILL, as in:

- 0il will float in water.

3. Habit - The use of will to refer to habitual (or better,
‘"typical™) activity.
-.So one kid will say to andther, one kid will make a
suggestion to another, he'll say the moon's further

~

. away from the earth than the sun.

2.4.14 WILL, SHALL and futurity

Futurity WILL as epistemic has the meaning of prediction
about the present.

- That is a doctor.

- That mill be the doctor.

- That must bevthe‘doctor.

- That may be the doctor.
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Because of the close relation between modality and futur-
ity, it will often be difficult to distinguish clearly at all
times between an epistemic future and a “pure" future use.

[il There is a device.in English for distinguishing the futurity
use and the epistemic use with future reference - the progressiv§
form (which is similarly used with can't.) Compare:

- John will come tomorrow.

- John will be coming tomorrow.

The use of the progressive might also be intended to prel-
ude the volitional use of WILL.

Ei] with I, We, WILL and SHALL are virtually interchangeable,
with only stylistic differences in the futurity use, but SHALL is
never epistemice. | |
[iii The futurity use has little in common semantically with

uses such as that of They'll be on holiday, where there is no

doubt about all that an epistemic judgement is being made by the
speaker. Yet WILL and (SHALL) may be used where no epistemic
judgement is being made at all, but a plain statement about the
future, as in: _

- I will/shall be fifty tomorrow.
[}9 Totreat futurity WILL as epistemic in no way explains its

"conditionality".

N

2.,4.1.5 CONDITIONALS
1. WILL and SHALL can be used in the present tense sentences in
conditional sentences like:

- If John comes, Bill_will leave.
2., LCULD, SHOULD, WCULD HAVE and SHOULD HAVE may also be used in
conditionals.

- If John came, Bill would leave.
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- If John had come, Bill would have left.
These sre "unreal" conditionals, present and past respectively,

as compared with the first which is a real (present) conditional.

2.4.1.6 CAN AND VOLITIONAL WILL

With CAN and with volitional WILL the forms could, could

have, would and would have can be used to refer to the condition-

al unreality of the ability or vclition.

- And.thén we could ask for the most monumehtalApresent.

- 1 wouldn't have been without them.

2.4.,2 furcia énd‘Freeman, (1983),31 gave et least as much con=
sideration to the semantic system as they did fo the individual
meanings and forms.

‘According to them the best foundation for discussing the
éystematic meanings is the "root" ("social interaction"), versus
the "epistemic"” ("logicél probability"). This distinction was
discussed by Hofmann (1966).

- You may leave the room. (sociel interaction)

- It may rain tomorrow. (logical probability)

Modal verbs which have a social interaction function re-
quire that a person using them properly take intoc account the
" characteristics of the sociel situatiqn; In the first example ths
speaker:is of‘sﬁfficient authority to‘be able tc grant permission
to the listener. Furthermore, it can alsb be inferred that the
contgxt is likely a formal one, since the speaker chose to use
may rather than can in his or her granting of permission. Know-
ing the social situation allowed the speaker to select the appro-
priate modal for this interaction. In the seccnd sentence above,
however, knowledge of the social situation would have little or
no effect on the second modal selected. What the speaker is in-

tending to convey is the relatively low probability of precipi-
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tation. He or she would likely use may regardless of who his or

her listener was or where the interaction took plate.

2.4,2.1 SOCIAL INTERACTION USES OF MCDALS

l. The modals are used in a social way to make requests. They

can be of a general nature:

will )
llould L
you help me with this math problem?
Can
Could J

or can be specific requests for permission:
Might
flay -
I leave the rcom?

Can

Could

There is a subtle difference between can/could and will/
would in making requests. | |

Could (instead of can) I  Would (instead of will) you

talk to you a minute? - open the door?
The former seems to imply: "Is this possible...?", while the
latter forms seems to query the willingness of the person being

addressed.

When asking for permission, as in the above example, the

use of may or can is significant. The greater the listener's
degree of formal authority (as perceived by the speaker or asser-

ted by the listener), the more likely the use of may.

2. The modal verbs are also used to give advice. Wle can order
the modal verbs according tothe speaker's degree of authority

and/or convinction, or the urgency of the advice, e«ge:
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might | Speaker's authority or urgency
You see a doctor.
could’ of the message increases, but
You should see a doctor., not necessarily in equal
You had better see a increments.

docter.

You must see a doctore.
v

You will see a doctor.

2.4.2.2 LOGICAL PROBABILITY USES OF MODAL VERBS

The logical use of sbme of the same modal verbs typically
deals with an inference or prediction, e.g.:
Wilbur : Someone's at the door.
(inference) Gertrud: It may be Sydney.
It is possible to establish a hierarchy for the logical
use of the modal verbs. Here what increases is the degree of

certainty regarding the inferences:

Wilbur : Someone's knock- Degree of certainty (again;
| ing. degrees are not necessarily
Gertrud: could . equidistant.
That be
might
sydney.

That may be Sydney.
That should be
Sydney. |

That must be

Sydney.

That will be Sydney.

2.4.2.3 OTHER USES OF MODAL VERBS AND MCDAL-LIKE FORMS

There are four other cases of modal verbs and modal-like
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formslwhich do not function in either the social or logical uses,
namelys:
l. Ability - CAN, BE ABLE TO

- 1 can speak Indonesian.

- Superman is able to leap tall buildings with a single

bound.

2. Desire - WOULD LIKE TO

- Sarah would like to travel around the world,

3. Offer - WOULD you LIKE (frozen formula in questions express-
ing an invitation).
- Would you like anything to drink?
4. Reference -~ WOULD RATHER (X than Y), WOULD PREFER TO

-~ Brad would rather study languages than mathematics.

- George would prefer to go to school instead of working.

2.4.2.4 ADDITIONAL FACTS

l. There are important semantic differences that occur when the
logical modals are negated. The two prcbability scales below

will help illustrate this:

Affirmative ‘ Negative
100% ———will (rare) 100%——can't, couldn't, ponit
——must —must not
——should _shouldn't
—may L —may not
___could, might —might not
0% 1)

a. Uhile can is rarely used to express logical probability in
affirmative sentences, it is used frequehtly in negative
sentencesa

be The logical probabilityof can/could in affirmative sen-
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tences is very low; however, in negative, it is high, i.e., 100%.

24

Ce The negative element in can't, couldn't and shouldn't

may be contracted in statements reflecting logical prob-
ability; however, it is rarely coﬁtracted with_mglvand
might in such sentences, and in some dialects is not con-
tracted with must, perhaps to avbid confusion with the

negated situational modal mustn't (=prohibition).

Shall can be used for requests for advicing involving the

first person, and should can substitute for shalls
- Shall I call her or « Shall we go to the Natural

will you? History Museum today?

Shall occur in some frozen formulas where it signifies an in-

vitation. In such cases ghould cannot substitute for shall

without causing a change in meaning:'

. Shall we dance? (lould - Should we dance? (Is it advis-
you like tec dance?) able that we dance?) i.e., a

i.e., an invitation guestion

filost use of modalvverbs wiﬁh the perfective aspect or the
pasﬁive voice invéiveslogical use, not social ones, e.g.:
- John must have been out - The Giants will be beaten

of town for the 4th of by the Dodgers. (prediction)

- July. (inference)

The following is a chart of the semantic noticns expressed

by modal perfects adapted-from the Bowen and McCreary article

(1977:289). It has been modified to fit the five categories al-

ready mentioned with regard tc simple modals.

a., Social Interactional:

Advisability/Obligation

- You should have paid him a better salary.

-.They might have at least sent her a get-well card.
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- They could have at least paid the postage.
b. Logical Probability:
Infefence

- She can't have finished the entire assignment yet.

- He must have been here earlier today.

- They should have arrived in London by now.
Possibility

- Pierre may have been Belgian.

- He might have seen her already.

- He could have come on the early train.,

-~ Who can that have been?
Prediction

- He will have left by the time we get there.

- By then I shall have cOllected the last cent of whet

he owes.,.

There are some possibilities for modals to occur with the
progressive aspect or with both the progressive aspect and
a perfect verb tenss. Again, the semantics are complicated
and there are amb}guities,‘but the progressive seems to

add concreteness and a sense of present time to such state-

ments, EeGse s,

- I must go. (exhortation, vagﬁe time reference).

I must be going. (more cohcrete? present time reference,

i.e., nouw!) |

- He could work. (a suggestion or possibility)

- He could be working. (a stronger or an inference with
preSént time reference).

= He could have been working; (an inference with past

time reference, but also possible current relevance,

€.ge., "since 8 a.m.")
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Epistemic modality is pertinent to the formal operations
stage because it is the modality of propositions rather than of
actions, states, events, etc. At the stége of formal operations
the adolescent ascertains a fact and formulates it as proposi-
tions. In addition, one of the distinguishihg characteristics of
this stage is to be "propositional"; it emphasizes that, as in
formal logic, thinking is cast in terms of "propositions", state-
ments, hypotheses. Therefore, the modality "possibility" is bne
of the most pertinent to this stage.

The adolescent will create propositions like: "If the
long rods bend more than the short rods, other things, being
equal, will also bend more"; or "Oil will float in water".

On the other hand, at the concrete operations stage the
child will handle the modalities "permission", and "obligation/

compulsion". Thus they will be able to use can, could, may and

might fcr permission, -and must, need, shall, should, ought to

and have (got) to for obligation/compulsion. At this stage the

child consults his parents or older people to know what they are.
permitted ot obliged to do, e.ge., he will ask his parents "ilay I
play now?", and his parents will either answer "Yes, you may.",
or "No, you may not™ And vet, he may be told by his parents "You
ﬁust go to bed now."

At the level of formal operatiéns what counts is what
"could be" and not merely what "is" or "was"; there is the re-

versal of the relation between concrete reality(actuality) and

possibility.

In order to facilitate working with the data, two summaries
were made, based on Palmer's and on flurcia and Freeman's frame-~

workson modal verbs, as they follow, at the end of this chapter.
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PALMER'S SUMMARY

CAN

a) Permission
b) Possibility
c) Command

d) Ability

e) Implication

mAy
a) Posesibility
b) Fermission

c) Command

nust
a) Necessity

b) Obligation/compulsion
c) Possibility

QUGHT TC
a) Necessity
b) Cbligation/compulsion

BE BOUND TC

a) Necessity (epistemic)

SHALL
a) Promise/threat

b) Pbligation/compulsion

c) Futurity
d) Permission

UILL

a) Volition _

b) Suggesfion/advice
c) Possibility o
d) Conditionality

e) Futurity

f) Power

COULD

a) Possibility
b) Permission
c) Ability

MIGHT
a) Possibility
b) Fermission

—t

=2

EE
a) Obligation/compulsion

O

b) Necessity

HAVE (GOT) TO

a) Necessity

b) Cbligation/compulsion

HAD BETTER

a) Suggestion/advice

SHOULD

a) Permission

b) Obligation/compulsion
c) Necessity

d) Habitual

e) Suggestion/advice

WwouLD
a) Volition
b) Conditionality

WOULD RATHER
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MURCIA AND FREEMAN 'S SU[MARY

CAN

a) Request (general)
b). Request (permission)
c) Possibility

d) Ability

IRY

a) Request (permission)
b) Probability

LUST

a) Prohibition
b) Advice

c) Probability

SHALL
‘a) Request focr advicing
b) Invitation

WILL
a) Request (general)

b) Request (permission)
c) Probability
d) Advice

COULD
a) Reguest (general)

b) Request (permission)
c) Probability

d) Ability

d) Advice

MIGHT

a) Request (permission)
b) Probability
c) Advice

HAD BETTER
a) Advice

SHOULD
a) Probability
b} Advice

WOULD
a) Request (general)

b) Request (permission)
c) Desire (would like to)
d) Offer (would you like)

- &) Reference (would rather,

would prefer to)
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3 = PRESENTATION OF THE DATA

The aim of this chapter is to present the data, as well
as the analysis of the ldgical connectors based on frameworks
derived from Quirk et al., 1985, and from fiurcia and Freeman,1983,
and of the modal verbs, based on Palmer, 1979, and bn flurcia

.and fFreeman, 1983, with some adaptations.

3.1 LOGICAL CCONNECTORS

According to Quirk et al., 1985, there are 268 different
logical connectofs (tokens), i.e., 172 conjuncts and 96 con-

junctionse.
i

According to fiurcia and Freeman, 1983, there are 234
different logical connectors (tokens), that can be conjunctions
.and correlatives (words or phrases whose function is to show
some logical relationship between twec or mecre basic sentences
or - in some cases - between a basic sentence and a noun phrase);

In both boocks analysed only 26 different logical con-
nectors_(tokéns) were found, as follo&s, according to occurence

and frequency:

253 (concrete operations)

AND =

8UT = B2 (concrete operations)
THEN = 26 (concrete operafions) ‘
OR = 24

WHEN = 20

BECAUSE = 16 (concretse operations)

OF CBURSE 15
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1F

{]
—
—

NOW

n
[
o

SO

TOO

FIRST =
UNTIL =
ANYWAY =
BY THE WAY

.WHERE =
ELSE
NEXT =
THAT .
WHILE =
AS FAR AS =
EITHER

INSTEAD

u
H o o NN NN S D N

MORE

SECCND =

n
(R

UNLESS

Uhereas at the level of formal operations the adolescent
stérts to make extensive use of connectors to subordinate his
structures, at the stage of concrete operations the child
conveys'his ideas through the use of coordinated sentences. And,
besides, the child will mainly describe things, while the adoles-
'tent will make use of deductions and experimental inductions.

Thus, on one hand, é child at the concrete operations
stage will produce a statement like, "the rods which are long
and thin bend more than the rods which are short and thick."

On the other bhand, an adolescent at the stage of formal oper-

ations will produce a statement like, "if the long rods bend



more than the short rods, other things being equal, then
greater length causes more bend." The child has no powers of

reflection as the adolescent does.
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Inhelder, i§§§§ mentions that the adolescent goes beyond

the level of groupings and starts to make deductions about what

he has in mind; he starts to ascertain facts and formulate them

as propositions, e.g., "This rod is steel; it is also long."
"That rod is steel, but it is shorter", etc. He also ascertains
the results of his experiments, e.g., "a-jiﬁﬁﬁéteel rod bends,.
a short brass one does not, a short steel one does", etc. The
formal operations enable him to combine these propositions
mentally and to isolate those which confirm his hypotheses. He
mentally surveys many possibilities, but his commitment begins
in real life situations. |

According to the data collected the adolescents will be
able to use:

1. Additive connectors, that are used to signal addition, intro-

duction, to show similarity, etc. They bhave:

ADDITION = and (253)
too (2) .
either-neg. (1)
~ALTERNATIVE = or "(24)

2. Adversative éonnectors, used to signal conflict, contradic-

tion, concession, etc. They have:

CONFLICT/CONTRAST = but (82)
while (2)
REPLACEMENT = instead (1)

3, Causal connectors, used to signal cause/effect and reason/

result, etc. They have:



CAUSE/REASON
EFFECT/RESULT

CONDITION
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because (16)

so (7)

if (11)
else.(2)

4. Sequential connectors, used to signal a chronological or

lbgical sequence. They have:

NUMERICAL

CONTINUATION

DIGRESSION
RESUMPTION
5. And all the other following
| when (20)
of course
now-(lﬂ)
until (4)
where (3)
that (2)
as far as

more (1)

unless (1)

first (4)
second (1)

then (26)

next (2)

by the way (3)

“anyway (3)

logical connectors:

(15)

(1)

~

On the other bhand, adolescents will have problems to

argue, which is pertinent to the level of cognitive development

they are in, that of formal operations. They bhave no adequate

. linguistic means of how to introduce a topic; give examples,

intensify their ideas, or even
was no occurence of any of the

express these functions in the

condense or conclude theme. There
logical connectors used to

books analysed.
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If the students have to discuss poetry during a litera-

ture class, they will be able to argue like this:

"I think this poem is

important because it has

good ideas. First, because the author used many

figures of speech; second, because he also used

Alexandrian verses."

From what they have already learned they will not be able to say

anything at a higher structural level, especially concerning

the use of logical connectors.

In addition, if they have to write about divcrce in class,

for instance, they will be able to write their topic sentences

and their supporting sentences by using logical connectors, such

as:

"] think there shoulc
First, because people

decide what they want
they should also have

exist civorce in Brazil.
need teo have freedom to

to do; secend, because

the opportunity to

decide if they want to ccontinue married to a

certain person or noi. Cf course there should

be certain limitations so that the persons

could only ask for a diverce when they have

a justification for that."

They will not be able to conclude their ideas becauce they do

not know any summative or conclusive connectors like: finally,

in_sum, in short, etc.

Furthermore, students

will have difficulty to understand

a literature definition, such as:

CACOPHONY: The opposite of EUPHCNY; a harsh,
unpleasant combination of sounds or tones.
Though most specifically a term used in the
CRITICISM of POETRY, the word is also em- .
ployed to indicate disagreeable sound effect
in other forms of writing. CACOPHONY may be
used unconsciously for effect, as Browning
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and Hardy often used it. CACOPHONY is an
intractable term because the classification
of a given sound or combination as harsh
tends to be relstive and subjective. Words
with harsh meanings will socund harsh whether
or not they possess any acoustic featurss
that are correspondingly harsh. Even so, it~
is difficult to imagine anyone's regarding
sucha mnstrosity as "sphygmomanometer" as
anything but cacophonous.

It should be considered that from this stage on adoles-
cents are entering adult sociéty and they need to talk like
adults; they need to have all the necessary knowledge to enable
,fhem to communicate in this scociety.

Dut of the 26 kinds of logical connectors found in both

books analysed, most of them present a very low frequency,

namely:
T00, FIRST, U.NTIL = 4 each
ANYWAY, BY THE WAY, UHERE = 3 each
ELSE, NEXT, THAT, WHILE = 2 each
AS FAR AS, INSTEAD, MORE = 1 each

£tITHER, SECOND, UNLESS

The lack of repetition reveals that the focus of the book is
not on "reasoning" and argumentation.
Moreover, it has to be considered that the absence of,

for example, notwithstanding, whereupon, whilst, insofar that,.

likewise, albeit, hence, contrariwise, etc, may not cause a

serious precblem in communication; however, the absence of, for

example, besides, in fact, specifically, however, though, in

sum, finally, in_short, furthermore, on_the other hand, anyhouw,

etc, may allow for a gap in cemmunication at a mature and
developed cognitive level, that of formal operations stage.
Therefdre, because of this lack of the connectors,the adoles-

cents will have problems to argue, especially during their
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literature classes, in which they have not only to express

their ideas, but to structure them at a high level as well,

Furthermore, besides the immediate academic problems
they may bave, they will sound childish. Their arguments, if
any, will sound immature; tHey will lack depth. They will be
able to handle only the more common structures, and most of the
time they will not know how to establish a linking between them,

and, consequently, how to organize them in a cohesive way.

3.2 MODAL VERBS

In drder to carry out the present analysis some adapte
ations of the framework were made, based on Falmer, 1979, and
on Murcia and freeman, 1983, to make it possible to analyse
all the modal verbs. Based on this adapted framework a table
was elaborated and is at the end of this chapter.

Palmer, 1979, mentions 15 different kinds of modal verbs,
each one having different kinds. of modality, according to its

use, which are: can, could, may, might, must, need, ought to,

have (got) to, be bound to, had better, would rather,

will, would, shall and should.

Palmer also made thrae distinC?ioné in modality, namely:
"epistemic" (the modality of the propositions); "deontic" (the
modality of the events), and "dynamic" (the modality of dispo-
sition).

In both books analysed 10 kinds of modal verbs were

found, namely: can, could, may, might, need, shall, must, will,

should, and would,some of them occuring as different kinds of
modality, as follous:

CAN = possibility (dynamic) = 28



WouLD = volition = 24
WItL = volition = 21
MUST = obligation/compulsion = 14
CAN = permission = 12
CAN = ability = 12
CAN = request = 12
COULD = possibility (dynamic) =9
WILL = habitueal =9
WOULD = offer =9
COULD = request =9
COULD .= ability = 6
MAY = possibility (epistemic) = 6
WOULD = conditionality = 6
MmAY = permission =5
SHALL = permission =5
nusST = prohibition =5
CAN = implication = 4
SHOULD = dbligation/compulsion =3
NEED = obligation/compulsion =3
COULD = permission =}2
MIGHT = possibility (epistemic) = 2
MUST = necessity (epistemic) = 2
SHOULD = suggestion/advice = 2
MUST = possibility (epistemic) = 1
SHOULD = permission - =1
SHOULD = conditionality =1
WItL = conditionality = 1
WILL = request =1

The highest frequencies were: can (dynamic possibility)

28; would (volition) 24 and will (volition) 21.



In addition, most of the modal verbs had a very low
frequency, as follows:

COULD (permission/possibility)

"
Ll - | N (8} [ ed (%] N [ ad N N

MIGHT (epistemic possibility)

MUST (epistemic possibility) =
(necessity) =
NEED (obligation/compulsion) =

SHOULD (permission)

(obligation/compulsion)

(suggestion)

(conditionality)

WILL (conditionality)

(request) =

At the stage of formal operations the adolescent ascer=-
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tains a number of facts and tests the results of his experiments.

Thus he will need to make use of a high number of conditionals.
In both books analysed there was no occurence of shall; only 1
of should, 1 of will anag S of should. The sample may not be
sufficient for the adolescents‘to acquire this structure, and,
consequently, it is possible that they will not knpw Bow to use
the conditional to formulate their hypotheses and to test the
results of their expefiments. Out of the examples found in both
books tHey will be able to elaborate propositions like, "If
Peter comes, I will take him to the club;“; or "If Peter came,
I would take him to the club.”

Whereas a child is limited to action and a partial
reaiity the adolescent mentally surveys many possibiiities,

forms theories and conceives imaginary worlds, but his commit-

ment begins in real life situations. Uhat counts is what "could

be", and not merely what "is" os "was". In order to convey



these ideas the édolescent will need to make use of the modal
verbs which express possibility, futurity, which are: can,

could, may, might, will, would, should. There are examples of

can, could, mey, might, for possibility, presented below, but

no examples of will,‘would, and should for futurity.

- 1 think I can find it.

- Could you take a message?

- May I ask you a question?

- Uell, 1 was going to college, but I might have to

postpone and get a job instead. |

At the concrete opefations stage, which is a mentel
action in which classes of objects or relationships between
objects arecombined or related to make statements about the
environment, the child does not need to make use‘of the modal
verbs because he bases himself only on reality; he does not
surveys many possibilities as the adolescent does. Thus at the
formal oberations stage the adolescent should be able to know
and master (handle) all the modal verbs and all their different
kinds of modality. |

based on the data collected the adolescents will-be‘able
to express 10 out of the 15 kinds of modal verbs presented by
Palmer, and by flurcia and Freeman. They will be able to express
the foliowing modalities: |

POSSIBILITY = can, could, may, might, must

NECESSITY = must
CFFER = would
PERMISSICHN = can, could, may, shall, should

CBLIGATION/CCHPULSION = must, need, should

VOLITION/DESIRE will, would

IMFLICATION can
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PRCHIBITION = must

REQUEST = can, could,will
SUGGESTIDN/ADUICE = should

HABITUAL | = will

CONDITIONALITY =»should, will, would

On the other hand, no samples of the following modalities

wvere found:
CAN =

HAD BETTER

IGHT =

MuUSsT

HAVE (GCT) TO =
WEED =
SHALL =

QUGHT TO

SHOULD =
iMAY =
WILL =

WoULD -

The adolescents

command

suggestion/advice

permission, suggestion/advice

necessity (dynamic), suggestion/advice
obligation/compulsion, necessity (dynamic)
necessity (epistemic)
obligation/compulsion, conditionality,
futurity, promise/threat, possibility
(epistemic) ‘

obligation/compulsion, necessity (deontic,
dynamic)

habituai, necessity (dynamic)

command

suggestion/advice, futurity, pouwer,
possibility (epistemic)

request

will be able to express the modality

necessity only by the use of MUST; they have 5 examples of it;

howevér, they have no examples of MUST (dynamic necessity);

HAUE (GCT) TO, NEED and OUGHT TO. They will be able to say and

understand sentences like:

- 1 must

go nowe.



- I've got to go now.
But not{ - I need to go now.
- I ought to go now.

And, besides, they only have two examples of advice
SHOULD, but no examples of MNIGHT, COULD, MUST, HAD BETTER, WILL.
They will be able to say aﬁd understand sentences like:

- You should see a doctor.

- You might see a doctor.

- You could see a doctor.
But notﬁ - You must see a doctor.

- Ybu had better see a doctor.

- You will see a doctor.

They have no way to make a promise or threat because
fhere were noexamples of this modality. It is expressed by the
use of SHALL. Therefore, they will not be able to use this
modality in such an example as:

- You shall have it tomorrouw.

In addition, they have no example of thermodality power
expressed by WILL, which is little more than volition applied
to ihanimate objects, to indicate how such objects will charac-
teristically begave, as in the example: |
- You know that certain drugs will improve the

condition.
The students need to recognize and know the modal verbs

to understand a literature definition such as:

POETIC LICENSE: The privilege, sometimes
claimed by poets, of departing from normal
order, DICTION, RHYME, or pronunciation in
order that their VERSE may meet the require-
ments of their metrical pattern. The idea
of a certain measure of license goes back at
least as far as Quintilian, and the Elizabe-

- than critic George Gascoigne granted that
some distortions and deviations may be
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justified "per licentiam Foeticam"; in the
seventeenth century Dryden described such

~ license as the liberty taken by all poets
in all ages to liberate their work from the
strictness and severity of prose.

The best poets, however, rarely resort
to poetic license, since they take care to
avoid such distortions. Readers of poetry
should not be too hasty in setting douwn as
license some such irregularity as the use
of an archaic word of the departure from
normal word order - which may have been deli-
berately planned by the poet to establish a
desired poetic effect. If one applies the
strict demands of prose to poetry, of courss,
many poetic expressions will consist of
pocetic license. The decisicn is largely rela-
tive. Frose, for instance, would state boldly:
"Kubla Khan decreed that a stately palace
be built in Xanadu".?

Even if the students are not able to produce an essay in
which they would use the modal verbs presented above, as well as any
others, they may be able to understand them. Therefore, they

should be exposed to them because, normally, perception or

reception is higher than production.



TABLE 1

LOGICAL CONNECTCRS

AND

OR

BUT THEN WHEN
253 82 26 24 20
BECAUSE | OF COURSE|  IF NOW 50
16 15 11 10 7
T00 FIRST UNTIL | ANYGAY  |BY THE WAY
5 4 4 3 3
WHERE ELSE NEXT THAT LHILE
3 2 2 2 2
AS FAR AS | EITHER INSTEAD |  HORE SECOND
1 1 1 1 1
UNLESS

1
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4 - CONCLUSION

The purpose of the present dissertation was to study
cognitive development and its implication to the teaching of
English as a foreign language. It was carried out through the
analysis of modal verbs because they}convey the idea of
possibility, ability, velition, obligation, intenticn, permission;
prediction, circumstances, which enable the adelescents to
~argue; and of logical connectors because they keep the argumen-
tetive orientation and thus enable the adolescents tec compare,
to express implications, to make considerations, judgements,v
to formulate hypotheses, etc.

The framewcrks for interpreting and analysing the date,
i.e., the modal verbs and the logical connectors, were derived
from recent descripfions on modality and on the logical
connectors (Quirk et al., 1985; Palmer, 1979; furcia and Freeman,
1983).

Based on the analysis of the modal verbs and of the
logical connectors we confirmed the hgpothesis that the books
adopted.at the University level in Brazil do not provide the
necessary background for the students to communicate and érgue
at the level of.cognitive development they are in, that of
formal operations. Thus the adolescents will communiéate as if
they were in the previous stage, that of concrete operations,

where the child uses only and, but, then, because to convey his

ideas, to form sequences, enumerate facts, i.e., the logic of

classes versus class inclusion or serial ordering operations.



73

In both books analysed the highest frequencies were: and, 253;
but, 82, and then, 26, which proves that the books were
-originally designed for High School students at the concrete
operations stags.

In addition, most of the connectors presented a very low
frequency, as follouws:

TOO (5)

FIRST, UNTIL (4 each)

ANYWAY, BY THE WAY, WHERE (3 each)

ELSE, NEXT, THAT, WHILE (2 each)

AS FAR AS, EITHER, INSTEAD, MCRE, SECCND, UNLESS

(1 each)
The lack of repetition proves that the books' focus is ndt on
reasoning and argumentation.

The formal operations stage includes the concrete oper-
ations informatien, but not vice-versa, as stated by Lavatselli
and Stendler, as follows:

Formal cperational thought includes all the
structural features of concrete operational
thought but at a new level of organization.
Concrete operational thought or even sensori-
motor thought does not disappear when formal
thought arises, but continues to be used in
concrete situations where it is adequate or
when efforts at solution by formal thought
have failed. However, there is a hierarchi-
cal preference within the individual, that
is, a disposition to prefer a solution of a

problem at the highest level available to
him.l '

According to Inhelder, 1958, "in our society the 7-8-year-
old child (with very rare exceptions) cannot handle the structure
which the 14-15-year-old adolescent can handle easily. The

lattice (combinatorial system) and greup structures (INRC Group)
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are probably isomorphic with the structure of the mechanical
models devised by cybernetics in initiation of the brain."2
For these reasons it seems ciear that fhe development of formal
structures is linked to maturation of cerebral structures. Thus,
adolescents can handle the structures the children can handle,
but there is no reciprocity. In general, the formal stage bears
a hierarchical relation to the concrete stage, subsuming
concrete-stage function as a part of itself rather than simply
replaﬁing it. It integrates all that has gone before.

In both books analysed a limited set of logical connectors
was found, i.e., 26 (tokens). Therefore, adolescents will not
be able to express thcroughly, and scmetimes will not be able
to do the fellowing: to introduce a topic; tc make reference;
to show similarity; to identify a constituent for which the
reader/listener has already been prepared; to clarify or
rephrase a preceding item, tc make concession (reservation
without invalidating the truth of the main clause); to shouw
dismissal; to rectify a preceding item; to cenclude; to show
resumption; to summarize; to cbndense facts; to show resultive
relations; to infer; to express contrast (either in a reformu-
latory, replacive. or antithetic way); to express temporai
relations. A

éonsequently, if the adolescents have to write about a
certain topic in class they will be prepared to start writing
about the topic, because they know connectors such as: first,
second; however, they will not be able to give examples, empha-
cize, make concessions, express contrast, intensify, clarify and
condense their ideas, anc even to draw conclusicns on theme.
This means that they still do not possess the necessary elements

to write about a topic becaucze they have a gap in their structure



background; they have not acquired all the necessary connectors
for them to write an essay;

Therefore, adolescents will ce:tainly have problems to
write a paragraph like:

"Riding'a bicycle is preferable to driving a car.
First of all, a bicycle is relatively inexpensive

to buy and to maintain. Whereas a car may cost
thousands of dollars tc buy and hundreds of dollars
‘annually, a good bicycle will ceost only a hundred
‘dollars or so, and its annual maintenance cest is
very small, Biking is alsc héalthier; not only

does the biker get more physical exercise than the

driver, but bicycles are nonpolluting. The conse-

quence is a person with strong legs and a stroeng
heart. Finally, bicycling is, unlike driving,
personally satisfying. lnstead of being a robot

inside a machine, the biker pedals along, enjoying
the scenery, becoming a part of nature. In_all but
the most inclement weather, the bicycle is a plea-

surable means of transportation.”
They do nct know any of the underlined cocnnectors.

At the stage of form2l operations adolescents exchange
view points and discuss their merits before joint control of

the group ic possible. The adolescents will not be prepared

to argue because they know just the c?nnectors but, because,

of course, and an irrelevant occurence of anvway (3). They

will still need: besides, (al)though, once that, since, for,

as, etc. It will be difficult for the adolescent to reinforce
their ideas because they only kncw the connectors then and
more, and even to conclude them beéause they have learned no
submative connectors.

Out of the 15 types of modal verbs presented by Palmer,

1979, and by furcia and Freeman, 1983, only 10 were found in
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the books, namely: cen, could, ma y, might, must, need, shall,

should, will and would, with some of them presenting no occur-

ence of some of their modalities,
Therefore, on one hand the adolescents will be able to
express 13 out of the 20 different modalities presented by

Palmer, and by Murcia and Freeman, as follows:

POSSIBILITY = can, could, may, might, must
NECESSITY ’ = must

OFFER = would

FERIISSION ‘ = can, could, may, shsall, should

OBLIGATION/CCHMPULSION = must, need, should

VOLITION/DESIRE will, would

INPLICATION = can

PRGHIBITICN = must

RBILITY = can, could
 REQUEST = can, could, will

SUGGESTION/ADVICE = should .

HABITUAL o= will

CONDITIONALITY l= should, will, would

Cn the other hand, they will not be able to express the

modality necessity expressed by HAVE (GOT) TC, NEED, and OUGHT

T0; advice expressed by MIGHT, CRULD, MUST, HAD BETTER and WILL.
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There were no examples of these modalities in the books analysed,

In addition, they will not be able to make a promise or
threat because there was no example of this modality which is
expressed by the modal verb SHALL. And, besides, thére was no
example of the modality power, expressed by WILL, which is
little more than volition'apﬁlied to inanimate objects to
indicate how such objects will characteristically behave.

Based on all these results, we can draw the conclusion
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that students will have problems to understand a literature

definition such as:

' PRCVERB: A sentence or phrase briefly and
: - memorably expressing some reccgnizable truth

or shrewd observation about practical life;
originally preserved by oral tradition,
though it may be transmitted in written li-
terature as well. As far as form goes,
proverbs may owe their appeal tc the use of
metaphor ("Still waters run deep"), anti-
thesis ("Man piggoses, God disposes");.a

play on words orewarned, forearmed?);

rhyme ("A friend in need is a friend indeed");
or alliteration or parallelism. Since the

true proverb is old, its language is some-
times archeic. Thus, in "The exception prcves
the rule?, the "proves" ought tc retain its
ocld meaning of "tests" or '"challenges";
exceptions doc not establish rules, certainly,
except in a proverb that has achieved
CUTTrency.J

vThey do not know and handle any of the underlined connectors
or the modal verb.
Our hypothesis was that thé Language Courses in Brazil
do not correspond to the cognitive necessity of the students.
In corder to carry out this study t&o-first—year courseboks,
used at University level were analysed. In the first year
students should acquire the English backgrcund which enables
them fo argue. cesides, it is a pre-requisite for literature
studies. Thefefore, students at this level should acquire not
only the basic structures, but the mogt complex ones as well.
Bésed on the books cconsulted we can draw the conclusion
that the books were originally designed for High School students
at the concrete operationé stage. They present a very low
occurence of logical connectors, i.e., 26 (tokens) out of the
268 presented by Quirk et al., 1985, and of the 234 presented
by furcia and Freeman, 1983. In addition, most of them pfesented
a very louw fréquency. The highest frequencies were: and., 253;

but, 82, and then, 26, which in turn are pertinent to the
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concrete operations stage. Furthermore, they present only the
more common modal verbs, 10 out of 15, and some of them had
a very low frequency as well.

"Uithin Piaget's framgwork’cognitive development vir-
tually ends with formal operations; adolescents entering the
formal operational period have achieved fully logical thinking,
and there is little more for them to do, except perhaps +to
extend their logical thinking to new content areas."4 Linguistic-
ally speaking, this expansion would be actualized at lexical
(vocabulary) level.

From this stage onwards adolescents are mentally developed
to assimilate and produce all the most complex structurese.
| Based on the results we can say that-the books were
originally designed for beginners, i.e., they are basic level
books. University students are not beginners, because although
they are startinc a new level, the third, they have &slready
studied English formeally in High School, in which English is
a compulsory subject in Brézi;. And, besides, even if they
had not acquired this background in High School, they are not
children any more. The materials chosen to teach them should
be adequate to their level of cognitive development. Therefore,
at this level stﬁdents should be addihg knowledge to their
previoug background, and not be merely repeating what they have
elready studied at the Hicgh School level. They are supposed to
master the basic struétures, and,vconsequently, be able to
improve theh by acquiring new and more complex structures at
the University level.

Teachers need criticism on the cocursebooks in order to

help them choose their teaching materials. If they know what
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the problems are and what level of cognitive development the
target students'will be, they‘may be able fo opt for one book,
adequate to the clientele, instead of opting for one that has
nothing to de with fhe students fhe book will be adopted fer,
The teachers may start to analyse and decide whether a book is
adequafe to the students® level or not, and, consequently, they
may start to observe whether the books were originally designed
for High School or for the University students, and yet,
vhether they present an author's description where that would
be mentioned.

| In addition, the authors should prepare their books more
specifically, presenting an introduction where a limitation to
the use of that book woculd be mentioned.

It is typical for researchers to reach the end of their
studies with more questions than answers. The findings presented
here should be viewed as preliminary in nature. Therefore, we
suggest further research on the analysis of the adequacy of
lexical items, of syntactic structures, of speech acts.

Further research in the area of adolescents' cognitive develop-

ment as reflected in language is also needed.
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RESUMO

Este trabalho tem como objetivo estudar desenvolvimento
cognitivo e sua implicagao no ensino de Ingles como uma lingua
. . ’ . . . .
estrangeira, isto e, verificar se os Cursos de Letras no Brasil

fornecem o grau de proficiencia para os alunos se comunicarem

no nivel de desnvolvimento cognitivo em que se encontram, ou
seja, o das qperagEes formais, e, por conseguinte, argumentar,
especialmente durante as aulas de literatura. Esta pesquisa
envolve Aum estudo dos modais e dos conetores coletgdos nos
textos basicos de cada unidade de dois livros textos, usados a
nivel de Universidade. A analise foi desenvolvida com base em
desenvolvimento cognitivo, derivada de diversos autores. Fara
isto foi inclufda uma revisZo de literatura sobre desenvolvimen-
to cognitivo, modais e conetores.

Depois de analiéar os dados chegou-se a conclus3o que os
livros usados a nivel de Univérsidade no Brasil n@o fornecem o
grau de proficiencia para os alunos se comunicarem no nivel de
desenvolvimento cognitivo em que se encontram, ou seja, 0 das
operacoes formais. Cs livros foram originariamente elaborados
para estudantes a nivel de Primeiroc e Segundo Graus, e nZo parg

estudantes a nivel de Universidacdes,



ANNEX I

MODAL VERBS SAMPLES COLLECTED FROM "PERSON TO PERSON®

UNIT 2

UNIT 7

We'll have to fill out some forms. (hsbitual - 2)
Can I help you, sir? (possibility/permission)

Yes, I'd like to open a savings account. (volition)
Could I have your name, please? (request)

Can vou help me? (request)

UNIT 8

UNIT 10

UNIT 11

You can't miss it. (possibility)

Ch, hey, can you turn that up a little? (permission/
possibility)
1 can't stand mobs of pushy pecple. (possibility)

‘Saturday would be fine. (conditional)

Oh, I'd love to, George,... (volition)

1 thought that would be fun. (conditional)

Well, could we make it another time, say, Saturday?
(permission/possibility)

Hello, I'd like to speak to Karen Simmons, please.
(volition) ‘

I was just wondering if you'd like to go to the movies
this Friday. {conditional) |

I think I can find it. (neutral possibility)

I think 1'11 have the chef's salad. (volition)
ﬂgl'l help you? (possibility/permission)

Yes, we'd like to order please. (volition)

And what would you like? (offer)

1'11 have a cheeseburger, medium, rare, with french

fries. (volition)

‘Could I have the chef's salad please? (request)

And what kind of dressing would you like on the salad?
(offer)

-tlould you care for anything to drink? (offer)

Well, I'1ll have a coffee, then. (volition)
Would you like anything else? (offer)
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-~ Could you bring me some sliced potatoes? (request)

- And ghall I bring you your coffee now? (permission -
deontic)

UNIT 12 - Look, I'd like to hear more about it, but I raally have
to run. (volition)
- I will. (volition)

UNIT 13 - Ok, now I'll need your name and address. (volition -
dynamic)
UNIT 15 - Then call the waiter/waitress (Student C) who will
write down your order. (habitual)
PERSON TO PERSON (BOOK 2)
UNIT 1 - And could you tell me what kind of experience you've

had? (possibility)

- Could you tell me what kind of salary you are expect-
ing? (request)

- That would be fine with me. (conditional)

- And is there anything you'd like to know about the job?
(volition)

- Yés, I'd like to know if the company provides opportun-
ities for further education. (volition)

- We'll call you within the week. (volition)

UNIT 3 =~ We should invite them over for coffee. (suggestion/advice)
UNIT 4 - Is there a place nsar here whers 1 can get my camera

repaired? (possibility)
- You can't miss it. (possibility)
‘UNIT 5 - Introduce yourself to as many people as you can. (pos-
sibility) '

UNIT 6 - Well, maybe you should go to the health center and see
~ a doctor. (suggestion/adViCB)
- Yeah, I guess I ghould, but you know how I hate doctors.

" (obligation/compulsion)



UNIT 7

UNIT 8

UNIT 10
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I will. (volition) ,

You‘know, you really shouldn't try to do any work right
now. (obligation/compulsion) |

If 1 were you, I'd just lie down and take it easy for

a while. (conditional)

I'gviike some information on how to get into an Ameri-
can university. (volition)

«eey and for some schools I think you may also have to
take the SAT. (possibility - epistemic)

When can I apply for that? (possibility - neutral)

Well, you can't apply for the visa until you get a
letter of acceptance,... (permission) .

They'll let you work in the summer. (volition)

And you'll need to get a permission from the U.S. Office
of Immigration to do that. (habitual)

Cathy, could we begin with you? (permission/possibility)

Can I ask you some questions about your country? (per-

UNIT 11

UNIT 12

mission/possibility)
Well, first of all should 1...? (permission)
Student B can answer like this: (possibility - neutral)

Oh, I think I'll just travel around for a while. (voli-
tion) ' _

Well, 1 was going to college, but I might have to post-
pone it and get a job instead. (possibility)

liell, if I get a scholarship, I'll study architecture
in New Yorke. (habitual) .

Well, then I suppose I'1ll have to look for a job, too.
(conditional)

1t may be cholera. (possibility)

He should have seen a doctor earlier. (obligation/com-
pulsion) |

He must have gotten it while he was there. (possibility)
The doctor says if he stays in the hospital for a few
weeks, he should be able to avoid complications. (con-
ditional) ‘



UNIT 13

UNIT 14

UNIT 15

Could you show me how this vacuum cleaner works?
(request)

That's so you can clean under furniture more easily.
(ability)

I think I'll teke this one. (volition)

Can it be delivered? (possibility - epistemic)

e can deliver it to your home tomo:row morning. (pos-
ibility)

She said we'd really enjoy it. (conditianal)

The first time, your partner will be your future hus-
band/wife. (habitual)

eee so that you will be ready to answer the editor's
questions. (habitual)

He/she will ask you questions about your wedding plans.
(habitual)

Here are some questionsvthat the editor might ask.
(possibility)
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UNIT 7

UNIT 11

UNIT 13

UNIT 14

UNIT 15

ANNEX I1I

MODAL VERBS SAMPLES COLLECTED FROM "STREAMLINE®

firs. Connor, could you pass the salt please?
(request)

like the menu, pleass. (volition)
L

I'd
1'd like some soup. (volition)

ees and I'd like a steak. (volition)
Which vegetables would you like? (offer)
I'd like some potatoes,... (volition)
Oh, and I'd like some wine. (volition)

Which wine would you like? (offer)

+o. he'd like a Rolls-Royce. (volition)
«eo he'd like a new mini. (volition)

Yes, he can speak six languages. (ability)

Can he? (ability)

Which languages can he speak? (ability)

He can speak French, ... (ability)

Yes, he can swim, ski, ... (@ability)

Can he cook? (ability)

Can your husband cook? (ability)

My husband can't play sports, but... (ability)
Yes, and he can sew, and iron... (ability)

Would you like a cup of tea? (offer)

UNIT 17

Can I help you? (possibility/permission)

1'd like a pair of shoes, please. (volition)

Can I try them on? (permission/possibility)

Where can we meet? (possibility)

Yes, I'd like some information about trains please.
(volition)

I1'd love to. (volition)

Can I see your passport? (possibility)




UNIT 19

Can you show me some cameras please? (request)

UNIT 22

Can you show it to me, please? (request)

Could you bring us some more tea, please? {request)
e and coulcd you bring me the bill, please? |
(reguest)

Can you teke me to the eirport, please? (request)
You can send it to me at the office. (possibility)

UNIT 23

Can you help me? (request)

.o« and I can't understand this word. (ability)
I can't help you now. (possibility)

Can Mr. Taylor help me? (request)

Nc, he can't now. (possibility)

Ch, she can't help you now,... (possibility)

Would you like to come tec a party? (offer)

UNIT 25

UNIT 29

Well, I'd like tc... (volition) ,
May I borrow it for a minute, please? (permission)
Can I help you? (permission/possibility)

Peter can't see the film. (possibility)

flay I ask you some questions? (permission/péssibility)

UNIT 30

UNIT 31

UNIT 34

UNIT 35

UNIT 36

Ch, well... can you ccmplete this form later, and send
it by post? (possibility)

I'm sorry Charles, but I can't. (possibility)

1 . can give you everything., (possibility - neutral)

Well, can you change a pound note? (possibility)

Could you repair these shoes, please? (request)
Now, you can ask one last question. (permission)
Oh, I can't do that, vicar. (possibility)

flay 1 ask you some questions? (permission/possibility)

UNIT 39

May I ask you a question? (permission/possibility)

Would you like tc dance?(offer)
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UNIT 41

UNIT 43

68

I can't remember. (possibility)

Can you change this pullover, please? (request)

UNIT 45

UNIT 54

UNIT 56

UNIT 57

UNIT 58

Can you measure me? (request)
I1'd like a room, please. (volition)

I can't remember, dear. (possibility)

Well, can you work on Saturdays until we finish it¢%
{permission/possibility)

eee What can you remember about the attack? (possibil-
ity)

«e+ Can you swim? (ability)

Yes, 1 can. (ability)
1 could swim when 1 was five. (ablllty)

Could you? (ability)

Yes, miss..e Could you swim when you were five? (ability)
1 could swim when I was three. (ability)

Could you read and write when you were three? (ablllty)

.+ of course I gouldn't. (ability)

What must I do? (obligation/compulsion)

You must go go to fMoscow on tonight's plane.(obligation)
eee but you mustn't visit bher. (prohibition) '

Where must I stay? (obligation)

You must go to the airport hotel. (obligation)

Which passport must I use? (obligation) -

«e. and you must speak Swiss-German all the time. (ob-
ligation) | '

They mustn't know your nationality.(prohibition)

What must I take with me? (obligation)

lell, you mustn't carry your gun... (prohibition)

You must check into the airport hotel tonlght. (obliga-
tion)

Must 1 reserve a room? (obligetion)

No, you needn't. (negative of must - root sense)

Must I stay in my room? (obligation)

-No, you needn't stay in your room, but you must stay

in the botel. (negative of must - root sense and obli-

gation)



UNIT S9

UNIT 61

UNIT 62

89

No, you needn't ... but you must discever why he's here.
(negatiye of must - root sense and obligation)

Must I be nice to him? (obligation)

Must I contact you every day? (obligation)
No, you mustn't. (prohibition)

I1'1l see. (volition)

Could you take a message? (request)
Can I dial direct to Zurich? (permission/possibility)

Yes, sir, you can. (permission)

1'd like a taxi, please. (vclition)

Can I help you? (permission/possibility)

I'd like to make a three-minute call to Madrld. (volition)
ee. and I1'11 call you back. (volition)

«e+ Can you hear me? (possibility)
Yes, I can hear you clearly. (possibility)
I can see the moon. (possibility)

Can you lend me £57 (request)

UNIT 63

UNIT 66

Sorry, I can't.(possibility)

1 cen't find my pen. (possibility)
You mustn't laugh. (prohibition)

Can you send me a thousand dollars? (request)

UNIT 72

Will you marry me, darling? (request)

Of course I will. (volition)

I1'11 do the washing-up. (volition)

All right, 1'll make you a cup of tea. (uolltlon)
No, you won't. (perm1351on)

Well, will you do it today? (volition)

Yes, I'll do it now, (volition)

1'11 do it tomorrow. (volition)

Shall we eat out? (permission)

Where shall we go? (permission)

Shall I drive? (permission)

I'11 drive. (volition)



UNIT 73

UNIT 74

UNIT 79

Can 1 borrow £10? (possibility)
What can I do? (possibility)

ee. I can't see anything. (possibility)
ees and I can't find it enywhere. (possibility)

Can 1 help you? (permission/possibility)

‘UNIT 80

Shall I open it now? (permission)

I'm afraid I can't. (possibility)

But you can't go yet. (possibility)

I'm sorry, but I must. (necessity)

What kind of flowers would you like? (offer)

I1'd like to say goodbye to everybody. (volition)
I'1]l give you a lift. (volition)

1'1] write again soon. (volition)
1 must finish. (necessity)
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