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THE PRESIDENT'S FAREWELL

This is the last number of the AILA BULLETIN and also my

last contribution as President of AILA. Hence any ambiguity
of the title is justified.

It may seem an odd act to retire by discontinuing the Asso-
clation's own mouthpiece. However, as all members of AILA
will soon discover, the BULLETIN will be replaced by.the
AILA REVIEW. The reason for this change is that the Inter-
national Committee has decided to launch a new general pub-
lication policy for AILA, one of the consequences being the
shift just indicated. Anyone interested in the new AILA

publication policy will find a statement in the first issue
of the REVIEW.

Every association like AILA can function only as a result
of the work of dedicated individuals. The BULLETIN has &ap-
peared largely as a result of the contributions by one man:
Antonio Zampolli. At one time he rescued the BULLETIN from
not appearing at all and, since then, he has procured copy,
edited and published it largely as a one-man operation. It
is a telling fact that the IC considered it necessary to
have four people on the new Editorial Board to do the job!

It only remains for me, then, to thank Antonio for his de-
dicated service to AILA during many years, in particular
for his editorship of the BULLETIN as well as for his friend-

ship jz:kzjzi ur.
n artvik
resident of AJLA 1981-1984



PREFACE

Thif last nunber of the AILA Bulletin is dedicated to articles and inforaation
on “Applied Computational Linguistics”. These articles sainly regard those
three sectors in which the AILA Scientific Commuission for this arca has
decided to concentrate its attention for the next feow years, partly in
consideration of the preparation for the International Conference to he held
in 1987 1in Australia. Further details can be found in the report ; on the
activity of the Comnission.

Thus, it is with applied computational linguistics that we conclude the
series on sectors of applied 1linguistics which have been reviewed in the
Bulletin. I should like to take this occasion to thank all the authors who,
during my period as Editor, have accepted our invitation to write surveys on
their discipline.

In fact, up to 1975 the AILA Bulletin only published news and information omn
the activity of the Association. When, in that year, the previous Editor
announced his resignation, it was the beginning of a very difficult period for
the AILA International Committee and Bureau. It was thus that, at the meeting
of 1976 in Ottawa, the Bureau asked me to be responsible for the Bulletin for
a one year period to meet the emergency situation which had arisen.

Having accepted the invitation of the Bureau, I decided to use the occasion to
include, for the first time ever, together with the news and infornation and
communications from the Association, articles of a scientific nature.
Evidently this innovation responded to a heartfelt need of our meuwbers as, at
liontreal (1978), in part as a result of the letters of appreciation received
from the Xational Associations, the 1IC®asked me to continue as FEditor. My
proposal to transform the Bulletin into a scientific journal, however, was not
accepted, or rather was only partly accepted. Thanks to the intervention of
Guy Rondeau and Max Gorosch = to whom a brief commemorative note is dedicated
in this nucber -~ it was decided to keep to the format which I had
experimentally introduced. The Bulletin was to contain one or two scientific
articles, chosen 8o as to progressively cover the field of applied
linguistics, and also to give news and information on the activities of the
Associations, the Coumissions, and events of particular interest.

The preparation of the first numbers was a real pleasure for me. Contrary
to general expectations, a number of well known scholars enthusiastically
accepted ny invitation to write a survey on the activity in their specific
field of competence. In additign, I was able to create a network of
correspondents, nominated by the National Associations and the Commissions,
and I should like to thank them all for their valuable collaboration.



Unfortunately, problems of on econouic naturt soon began to arise. In
addition to the devaluation the nuaber of copies that 1 was required to print
grew from 1500 to 4500. Consequently, the publishinyg and in particular the
mailing costs increased considerably. The contribution from AILA, however,
established in 1976, remained unvaried and after a short time covered no more
‘than a quarter of the total costs. I attempted to reduce expenses in every
possible way: texts were prepared by the authors in camera ready forw, the
format was reduced as was the quality and weight of the paper used in order to
lower mailing costs, etc. Above all I was forced to use special low-price
mailing systers. Thus the lulletin frequently arrived at its final
destination with such a delay that the effort did not seem worthwhile, at
least with regard to that part dedicated to newt, information, forthcouing
events, etc.

Finally, in order to atteupt to overcome these problens, the AILA Bureau has
decided to produce two different publications: a nevsletter containing only
news and information and an annual scientific review.

I nust here express ny personal conviction that it is AILA“s duty to find a
way to cowmpletely guarantee, with its own resources, the costs of production
and distribution ~of its publications. The strength  and particular
characteristic of AILA, in contrast with other sinilar Associations and
organizations, is that it constitutes an interdisciplinary meeting pbdint
towards which different sectors of activity converge. AILA was founded with
this scope and “at the meeting in MNancy in 1964 there was considerable
equilibrium between the various sectors. .

The AILA publications can play an iwportant role in maintaining the
equilibrium and encouraging the exchange of know=how between the different
disciplines.

My hope is that AILA continues in this spirit and increases its promotion
and organization of all the different fields of applied linguistic research
throughout the scientifie world.

Let me now wish the new AILA review, which is in a certain sense the
realization of my dream of 1978, every success for the future.

Antonio Zanpolli



IN MEMORIAM MAX GOROSCH

22 January 1912 - 29 January 1983

One of the founding fathers of AILA, Professor Max Gorosch,
Danderyd, Sweden, died in early 1983 at the age of 71.

He was born in Stockholm where he also went to school
and college: at first a student of Classics, he eventually
turned to modern languages with Spanish as his special field
of interest.: After several years of innovative and highly
successful language teaching of Gymnasium students he took up
research and in 1951 completed his doctoral dissertation on
medieval laws in the province of Aragon, with the title of El
Fuero de Teruel. Durihg the greater part of the fifties he
was docent at the University of Stockholm and, from 1969 to
his :retirement in 1979, professor of Spanish at the College

of Economics in Copenhagen.



Max Gorosch was a pioneer in many respects: he was one

of the first in his country to advocate the use of modern
technology in the teaching of foreign languages --- ranging
from the tape-recorder to the computer; early on, he gave
courses on Spanish by radio and thereby laid the foundation
for the widespread teaching of and interest in that 1angyage
in Sweden; on the international scene, he was an early and
dedicated advocate of Languages for Specific Pﬁrposes: in
particular, as one of the first to realize the importance of
applied linguistics in modern society, he founded.AILA, to-
g;ther with some colleagues at a meeting in Stockholm in
1963.

. To many people Max Gorosch was the personification of
AILA and there is no doubt that it was his "baby", as he
sometimes referred to our association. He was of course de-
lighted to see his baby grow from a small gathering to a
world organization. Throughout the 20-year period that he
lived with AILA he took a personal interest in its activi-
ties. The numerous AILA members who had the privilege of
getting to know hiﬁ will testify to his dedication to the
cause of Applied Linguistics and to his ingenious, insistent
and yet diplomatic way of carrying out his ideas.

Yet Max Gorosch will not be remembered only as a member
of the Bureau and the first Honorary Vice-President of AILA,
but as a warm, humourocus, optimistic and friendly person. He
left, as his legacy to us, an association whose ideals we
share. The best way for us to honour his permanent contribu-
tion to Applied Linguistics is to carry on his foundation

work.

Jan Svartvik



THE SELECTION, DESIGN AND USE OF CAI
HARDWARE & COURSEWARE: MAINTAINING CONTROL

Frank OTTO

Executive '‘Director of CALICO
Brigham Young University
Provo (Utah)

There has been considerable interest expressed recently in
designing and implementing a variety of exemplary programs to
teach courses in numerous disciplines with the assistance of
a computer., As we study the fcasibility of such projects, w¢
must determine objectively what ways and to what extent computer-
assisted instruction (CAT) can make a significant contribution
to teaching concepts more cffectively by providing teachers,
administrators and students options that would not otherwise
be available,

It has been my pleasure to direct CAT materials development
projects designed to teach foreion and second languages for the
past nine years; nine years with a grammar review course for
students of FEFL/FSL that is delivered on the TICCIT system at
Brigham Young University: six years with two courses --lgsigned
to teach EFL/FESL to speakers of Spanish utilizing the PLATO system
at numerous learning centers sponsored by the Control Data
Corporation; four years with a erammer review course for students
of FFL/ESL who use the APPLE TI system at Prigham Young lUniversity
and elsewhere; and four years with a variety of coursewarc designed
to tecach Fnglish, Spanish and Cerman with the use of interactive
videodisc programs., At the present time, I have the pleasure
of directing research that includes the design and devclopment
of interactive videodisc projects teaching in Hebrew, Korean
and Spanish to speakers of [nglish, plus computer-assisted study
projects designed to teach Somali and Arabic to speakers of
English.

In the course of this resecarch, several conclusions have
been reached concerning ways in which language teachers and
administrators can ra2main in the forcfront as CAT curricula are
designed, implemented and evaluatcd., As the result of over ton
years of experience with research, development and instruction
dealing with trends, issues and capabilities of CAT systems,
I have learned three very basic lessons of great importance:
1) Competent teachers and administrators must be centrally involved
in designing and managing the teaching/learning process, 2)
The letters CAI stand for computer-assisted instruction: that
is, the purpose of the computer is to assist the teacher, not
replace the teacher, 3) A major trend in teaching and learning
during the past 30 years has been toward the individualization



altered the basic classroom

of instruction. This quest has not only :
students and administrators

situation, but the roles of teachers, . :
as well. CAI is one of a long list of acronyms associated with

individualized and personalized instruction. If you remember
theser 1abels and have had experience in applying them to classroom
instructiof on a first-hand basis, you have been teaching for
about 30 years. I hope that these terms bring back many Eond

memories.

IEP « Individualized Education Program (1951)

PI = Programmed Instruction (1953)

MI = Modular Instruction (1956)

PSI « Personalized System of Instruction (1956)

IPI - Individually Prescribed Instruction (1959)

IL = Individualized Learning (1960)

P1 = Personalized Instruction (1966)

IGE = Individually Cuided Instruction (1968)

CAI/CAS = Computer-Assisted Instruction/Computer-Assisted
Study (1976)

CMI « Computer Managed Instruction (1977)

CBE/CBI - CowputeranedEducation/ComputerBasedTnst;uction
(1980)

CAD = Computer-Assisted Design (1982)

CAT = Computer Adapted Testing (1982)

Regardless of the term used to describe individualized
instruction.CAI--oranyotherapproachchatemphasizestheimportancc
of interactive learning--should focus on the following concerns:

COMPONENTS OF INDIVIDUALIZED INSTRUCTION

PROCRAM INPUT PROGRAM QUTPUT
Curriculum Student Conmpetence
Teachers Student Motivation
Students Student Satisfaction

Teacher Satisfaction

Program Input

Curriculum. 1) In order for an exemplary curriculum to be
established, enabling and terminal teaching and learning objectives
must be clearly defined. These tasks must be accomplished by
the teachers and administrators involved. Only they and instructional
designers are in a position to state educational objectives in
such a way that hardware and software specialists can design
systems that are in keeping with the stated goals of the program.
Teachers and administrators who are dissatisfied with CAI programs
seldom have played a key role in providing instructional
specifications. Too often we accept the suggestions of hardware
and software specialists who provide delivery systems more by
default than by design. .Such courseware rarely meets our nceds.

Teachers and administrators must also state acceptable levels
of mastery. Student competence in CAI programs is usually measured



on the basis of the mastery model: that is, students must perform
at an acceptable level of mastery before they are permitted to
p;ogress tn.new‘lcsson material. We have used the 80% level
o mastgry in qll.of our CAT projects to date since it seems
to be quite realistic and we are pleased with the results obtained.
Ideglly' we can reduce the correlation between aptitude and
achievement to zero by extending the amount of student exposure
time and thus enable all students to achieve mastery.

Teaqhers & Administrators. The computer is an information-
processxng device capable of storing laree amounts of data for
delivery in alternate approaches to learning that allow students
to use the computer learning station as their own private tutorial
1earn1qg gacx}ity. The computer is to information processing
what printing is to information transmission; however, the quality
of CAI programs is only as good as the courseware selected, designed
or authored by those who will be using the program daily. Teacher
and administrator input is absolutely indispensable and is the
single most important component contributing to quality control.

Certain questions must be asked:

T tht role will teachers and administrators play in the courscware
select1op or authoring process? Phases include design, development,
programming and evaluation. J

2. As a tcacher or administrator, what do you expect CAI components
to enable you to do that you cannot do easily or would like relp
in accomplishing?

3. What priorities have been identified as the result of .needs
assessment and task analysis? Without teacher and administrator
input in completing needs assessment and task analysis, the CAT
program is doomed to failure through misuse or disuse. OF course,
in addition to input mentioned here, there must be complete support
expressed for the new program by all teachers and administrators.

4. What steps have been taken to insure adequate pacing and
sequencing? Language assessment must be charted from the beginning
of courseware development so that information gaps are avoided,
timely review is provided, and care is taken to avoid cognitive
overload. Without the close cooperation of teachers and
administrators, these objectives are not readily attainable.

Students. We need to be able to answer specific questions
in order to obtain desirable results:

1. wWhat are the needs of your learners? Demographic data are
essential. ;

2. What are the needs of your instructional program? Descriptions
of proficiencies in skill areas as well as lists of appropriate
topics, events and situations would be helpful.
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3. What is the desirable extent of system control? Describe
on-line and off-line options and the nature of the materials
package.

4, To what extent will you allow student control of the l?arning
options? Will you permit students to challenge a lesson if they
feel that they already grasp key concepts?

Program Output

Student Competence. What do we already know regarding CAI
programs and their outputs? The following questions will provide
guidelines for your consideration:

1. How much time is usually required for "closure” (Another
word For student mastery)? We have found through our research
with CAT to date that closure requires approximately onec-half
to two-thirds of the time normally taken in the conventional
classroom.

2. What provisions are made for processing student Ecedback
and revising and improving courseware accordingly? We have learned
that student feedback is the best source of suggestions for immediate
program improvement. Most well-designed systems have a student
notes file that allows for open student/ teacher communication
on line or via printouts. Feedback is clearly a two-way street.
One of the major tasks of teachers utilizing CAI programs is
that of processing student feedback so that alternative remedial
steps are subsequently provided, thus preventing the recurrence
of similar problems in the future. Feedback, whether positive
or negative, must give encouragement while relieving feelings
of tension that sometimes accompany students involved in the
study of another language and culture. The major purpose of
the feedback system in CAT is to encourage students to become
highly involved in efforts to improve the quality of the instructional
program. There is simply no substitute for qualified and caring
teachers and administrators who obtain feedback, diagnose needs,
select options available, and follow up with revisions so that
students experience closure in solving problems encountered.

Student Motivation. The concern that CAI may have a dehumanizing
influence is quickly dispelled by students and tcachers who discover
that CAI offers freedom of choice over a wide range of activities
while charting areas of weakness and levels of mastery. The
computer relates to each student as an’ individual by recording
errors, maintaining progress logs, and encouraging the correction
of errors before they become habituated. Again, there are impoftant
questions that must be answered involving moEivation:

1. How is student evaluation handled? What procedures ;re followed

for informing students of their progress? Immediate evaluation
should be built into every CAI program.
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2. How are students involved in t

of the instructional program? In our efforts to improve our
program, we welcomed students to assist us with program revisions.
They enjoyed this challenge tremendously. As one student told
me as he was leaving the Learning Resources Center one day, "Don't

worry. It's just a little screwed up. I'll be able to help
more this afternocon”.

he revision and improvement

3. What is the utilization of CAI facilities? Usually, an increase
in student usage indicates that the program is being well received.
At Brigham Young University, we started nine years ago with 420
student hours during the semester when we first offered our EFL/ESL
courseware on TICCIT. Now, after program revision based on student
feedback, and the support of the teachers and administrators
at our English Language Center, we are logging over 4,500 student
hours per semester. A most interesting fact is that total student
enrollment has not increased over the years since it is limited
by our administration, but the utilization of TICCIT-ESL has
increased tenfold. We find it reassuring that our foreign students
choose to continue their participation with TICCIT after their
mandatory enrollment in ESL courses is completed. We once welcomed
twenty students from a correctional facility to come to BYU two
afternoons per week for remedial work on TICCIT. There were
eleven students present for the first visit and twenty-seven
for the second; that is, there were nine students lost in the

shuffle on Tuesday and seven stovaways for the second session
on Thursday.

4. What is the tone of student Ffeedback? Positive notes result
in increased motivation for teachers as well as students,

Student/Teacher/Administrator Satisfaction. The following
questions should be answered: :

1. To what extent do scndents. tecachers, and administrators
identify positively with CAI?

2. How well developed are the abilities of all participants
to use and understand the system? Answers to these questions
are best obtained through the use of questionnaires.

Of course, there are other questions that we have all heard
in conjunction with CAI:

1. What equipment or hardware should we use? Unfortunately,
we can't answer this question with any degree of assurance unless
we can answer all of the questions previously listed under the
category of "program input”. We must complete the needs assessment
and task analysis steps before thinking about purchasing hardware.
If we talk to hardware agents before doing our homework, we might
buy the capability to kill a fly with a cannon; that is, there
may be many features available that we might never use. That
leads us to another popular question:
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2. MHow cost effective will our CAI program be? Cost effectiveness
studies imply that we are comparing two programs that are relatively
equal in their capabilities to yield similar learning outcomes.
The cost cffectiveness comparison makes the most scnse when we
compare CAI programs that have similar capabilities and purposes.
We might also compare CAI with non-CAT programs, oOr CAT with
CMI or CRE programs, but we must keep in mind that we are comparing
programs that have different goals and different procedures for
accomplishing stated objectives.

Coﬁclusions

. Concluding observations lead to challenges for all of us to
participate in needed research in CAI:

1. While good CAI is self-contained in terms of its packaging,
it is at best not teacher-independent in its approach to instruction.

2. Although the primary aim of CAI is to make learning ecasier
and more palatable, it can also make teaching much more challenging
and rewarding. CAJ can be useful in expediting certain aspects
of the teaching-learning process: namely, the presentation,
reinforcement, application and testing of concepts.

3. CAI offers teachers, administrators and students another
tool that enables them to better realize objectives in both the
cognitive and affective domains.

4, CAT can successfully combine technological capabilitiecs with
desirable pedagogical principles so that these two areas are
mutually supportive.

5. When correctly used, CAT maintains high levels of student
interest and motivation while offering unique opportunitics for
students, teachers and materials developers to interact in ways
that would not be available in other modes of instruction.

6. The educational promise of CAI includes the goals of
individualizing and personalizing instruction, simulating experiences
not otherwise available, enabling students to work at their own
pace, and gearing instruction to what is commonly referred to
as the mastery model.

7. When planning instructional specifications, teachers and
administrators must choose objectives and select or-design courseware
that requires student interaction to the fullest extent. Content
and evaluation must be totally objective and there must be provisions
for alternative student paths.

8. The record-keeping function of well-designed CAI courseware
gives all participants opportunities to achieve levels of on-going
evaluation that would be inconceivablewith conventional instructional
programs.
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HOW TO MISREAD A DICTIONARY

GeorGe A. MILLER Patricia M. GILDEA
Princeton University Bell Communications Research
Princeton, New Jersey Morristown, New Jersey

l. Introduction

: A wise man once said that if a thing is not worth doing, it
is not worth doing well, a bit of advice worth remembering when
the question of automated dictionaries arises.* 1Is it really
worthwhile to take existing dictionaries, these magnificent
products of 19th century scholarship, and simply disseminate them
at the electronic speeds of the 2lst century?

0f course, the present authors bring to this topic the
special interests and prejudices of psychologists and educators,
so our ideas about what is and is not worth doing may be a bit
peculiar, As psychologists, we want to know how lexical
knowledge is organized in a person's memory. And as educators,
we hope to foster the growth of that lexical knowledge in
students. After some study of the matter, we have become
convinced that, in spite of its many other virtues, your standard
desk dictionary is not much use on either score.

Historically, this is an anomalous situation. Centuries ago
teachers would write glosses for difficult words in the margins
of Latin texts in order to help students understand the texts and
learn the language. Eventually some of these paraphrases were
collected and published; that was how dictionaries began =-- as
teaching aids. The 1lists grew longer and longer until by the
18th century Samuel Johnson could redefine the basic purpose of a
dictionary. Instead of being an instrument for teaching, the
dictionary became a way to summarize and preserve the current

* This research was supported in part by a grant to Princeton
University from the Spencer Foundation, and by Bell
Communications Research. We gratefully acknowledge the
assistance of Robert A. Amsler, Stephen J.  Hanson, Pamela
Wakefield, and, in particular, the 5th and 6th grade children
from the schools of Princeton and Montgomery, New Jersey, who
participated so spontaneously in our study.
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state of the whole language (Landau, 1984).

This new ambition soon became dominant; the idea of
dictionaries as exhaustive reference books now completely
overshadows the idea of dictionaries as pedagogic tools. It is
true that special "school dictionaries" are now published for use
in the early grades, but they are 1little more than abridged
versions of college dictionaries (which, in turn, are abridged
versions of real dictionaries). Although school dictionaries do
make extensive use of pictures and of sentences illustrating
usage, it is only a slight exaggeration to say that they seem to
be used more to prepare students to read real dictionaries than
to expand the children's knowledge of English.

If you use a dictionary to check on, or remind you of,
things that you already know, you will probably find it very
helpful. But you are at risk when you try to use it to learn
about words that you never heard of before. Scholars who work
extensively with dictionaries recognize their limitations, but
most parents and school teachers seem to underestimate the risks
involved.

The kind of risks that we have in mind are best illustrated
by the mistakes that children make when they use dictionaries.
Children are the unchallenged experts on how to misread a
dictionary. The quickest way to discover all the things that can
go wrong is to watch them at work.

2. Context Matching

Sophisticated adults sometimes forget that using a
dictionary requires considerable skill. Just finding what you
are looking for in an alphabetical 1list can be a challenging
task, and that is only the beginning. Recall what happens when
you interrupt your reading to look up a word. The continuity of
your thought is broken, but the context in which the unfamiliar
word occurred must be kept in mind while you search: first you
gsearch for the dictionary itself, then you search through the
dictionary alphabetically for the word you want. Then, once you
have found your word, you may still have to make several
decisions: first, you may have to choose among two or three
different entries on the basis of part of speech; next, within
the chosen entry, you may have to decide among several
alternative senses. And, finally, the context of your original
passage must be compared with a succession of contexts in the
dictionary until a best guess can be made about the intended
sense. Context-matching is a high-level cognitive skill. It is
hardly surprising that children have trouble finding and
understanding the information that they need.

In order to study this process in its most reduced form,
Jorgensen (1984) developed a simple questionnaire. It was based
on 40 words (20 common words and 20 relatively rare words). For
each word, phrases defining two different senses, with a sentence
to illustrate each sense, were taken from a school dictionary.
The words were then replaced in the illustrative sentences by
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nonsense syllables, and people were asked which definition of the

nonsense syllable was most appropriate in the context provided by
the sentence.

For example, one of her items presented this sentence:

THE SNOW WAS HATTAY WITH THE WINDOWS.

and then two definitions for "hattay" were given:

1. LEVEL, FLAT, SMOOTH
2. AT THE SAME LEVEL

Subjects were asked to choose the better of the two senses of
"hattay" as it was used in the illustrative sentence. (The
correct answer was 2, of course, because that was the sense of

"even" that the school dictionary had illustrated by the
sentence, "The snow was even with the windows.")

This questionnaire was given to 20 Princeton undexgraduates
and to 20 fourth grade children. College students identified the
correct sense for 83% of the items; fourth graders for only 63%;
chance, of course, was 50%, The fact that adult performance was
not perfect suggests that the illustrative sentences found in
school dictionaries may leave something to be desired. That

children made even lower scores confirms the difficulty they have
with such context-matching tasks. .

It occurred to Jorgensen that subjects might have guessed
what word had been replaced by the nonsense syllable, and so
could use their knowledge of the language, rather than just the
information that she had copied from the dictionary. So she
asked them to go through the questionnaire a second time, but now
trying to guess what the real words were for which nonsense
syllables had been substituted. She found no correlation between
the words that they guessed correctly and the contexts that they
had matched correctly, so she concluded that the procedure had

been a valid test of their use of the information copied from the
dictionary.

The results from this second task were interesting, however.
The fourth graders were no good at it. The college students were
better, but they showed a significant effect of word frequency:
they guessed right 59% of the time for the common words, but only
24% of the time for the relatively rare words. Since we had
substituted nonsense syllables, we had expected that all of them
would be treated like very, very low frequency words, But our
subjects did better 'on items that were based on high-frequency
words. One possible explanation is that common words are simply
more accessible from memory when you are trying to recall a word.
Another possibility is - that dictionaries do not define high
frequency words the same way they define low frequency words.
Still another possibility is that the alternative. senses of
commonly used words are more distinctively different than are
those of words more rarely used. Note, incidentally, that these
possibilities are not mutually exclusive.
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In any case, Jorgensen's study makes the point that children
have difficulty finding the information they need in a dictionary
-- which has suggested to some people that children's notorious
aversion to dictionaries is not wholly irrational.

3. Definitions: Unintelligible or Ambiguous?

But finding the information you need is only half the
battle. The other half is trying to understand correctly what
you have found. It is here that gquestions about the purposes
served by dictionaries become critical. Obviously, if you were
writing a dictionary intended to standardize terminology in some
advanced field of science, you should not be asked to write
definitions that children could understand. It ought to be
equally obvious that, if you were writing a dictionary for
children, you should not write entries that only an-expert could
understand. But the obvious is not always obvious to everybody.

For example, in one widely used school dictionary, "fox" is
defined as "a wild, carnivorous mammal." Did the editors think
that a child so innocent as to need to 1look up "fox" would
understand "carnivorous" and “"mammal®? The practice of using
hard words to define easy words may be acceptable -in standard
reference works, and may even be necessary in technical
dictionaries, but it does not make for good pedagogy with

children.

Of course, the Longman Dictionary of Contemporary English
(1978) has now shown lexicographers how to write all definitions
in a constrained vocabulary of about 2,000 words. There is a
fudge factor here, because most of those 2,000 words have several
meanings, so the authors are really working with a much larger
set of lexical concepts =-- maybe 10,000 or so. But the real
problem with Longman's approach is not that the defining
vocabulary 1is really larger than it sounds, but that it uses
polysemous words in the definitions. The advantage of using rare
words to define common words is that rare words are far more
likely to have a single, relatively precise meaning. When a
polysemous word is used in a definition (and most common words
are highly polysemous: Jastrzembski & Stanners, 1975; zZipf,
1945) there is always a chance that students will take it in an
inappropriate sense. Thus, lexicographers who aspire to educate
the young are caught in a double bind: If they use common words
to write the definitions, students will misunderstand, but if
t?gy do not use common words, students will not understand at
all.

4. The LUCAS Task

The results of sending children to definitions couched in
polysemous words can be highly amusing. Deese (1967) has
reported some typical examples. A 7th-grade teacher told her
class to look up the word "chaste™ and use it in a sentence. The
responses included: "The milk was chaste,” “The plates were
still chaste after much use,” and "The amoeba 1is a chaste
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animal,"®

You have to see the dictionary's definition of "chaste" in
order to understand what the children were doing:

CHASTE: 1. innocent of unlawful sexual intercourse.
2. celibate, 1, pPure in thought and act, modest.
4. severely simple in design or execution, austere.

As Deese noted, each of the children's sentences is literally

compatible with information provided by the dictionary that they
has been told to consult,

_One might assume that Deese's observation is merely an
amusing reflection of some quirk in the dictionary entry for
"chaste,"” that is to say, that lexicographers in their Victorian
modesty have defined this particular word indirectly by using
metaphors that children interpret literally. But that assumption

would be quite wrong. Recently we have discovered that such
misunderstandings are disturbingly common.

We have now confirmed Deese's observation many times over.
Like . Deese's school teacher, we have asked 5th and 6th grade
children to look a word up and write a sentence using it, We
call this the LUCAS task: Look Up, Compose A Sentence. As of
this writing, our 10- and ll-year-old friends have written a few
thousand sentences for us, and we are collecting still more.

Our initial goal is to discover the kinds of mistakes
children make, and which kinds are most frequent. In order to do
this, we evaluate each sentence as we enter it into a data
management system and, if something is wrong, we try to describe
what the mistake is. By collecting our descriptions, we have
made a first rough, tentative classification.

This project is still going on, 8o we can give only a
Preliminary report of the results, a report based on about 20% of
the data we have collected. The sample we have analyzed so far
includes 457 sentences incorporating 22 target words: 12 are
relatively common words (sake, seal, bid, fact, skim, manner,
degree, shift, experiment, perfect, definition, expand) that most
of the children knew, and 10 are relatively rare words
(meticulous, askance, tantamount, transitory, accrue, reparation,
sinuous, repudiate, succulent, tenet) with which they were
generally unfamiliar. The common words were selected from the
core vocabulary of words introduced by authors of 4th-grade basal
readers, and the rare words were selected from the list of words
introduced in l2th-grade basal readers (Taylor, Frackenpohl, &
White, 1979). It 'is convenient to refer to these as the 4th-
grade words and the l2th-grade words, respectively, .

Errors (not counting errors of spelling or punctuation) were
relatively common. In our judgment, of the sentences we have
classified so far, only 21% of the 249 sentences using 4th-grade
words were sufficiently odd or unacceptable to indicate that the
author did not have a good grasp on the meaning and use of the
word, whereas 63% of the 208 sentences using l2th-grade words
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were judged to be'odd. Thus, the majority of the erxors occurred
with the 12th-grade words, but even some of the words that the
children should have known were used in questionable ways. (It
is our impression that misuses of 4th-grade words occurred
primarily when children tried to wuse a familiar word in an
unfamiliar sense, but we do not have data to test this
impression.)

Table 1 shows the classification of errors that we are using
presently. Note that the categories we are using are not
mutually exclusive. Some ingenious youngsters were able to make
two or even three mistakes in a single sentence. The right-hand
column gives the total numbers for both the 4th-grade and 12th-
grade words; the middle column is for the l2th-grade words alone.

Table 1: Preliminary Classification of Sentences

Type of Sentences 12th-grade Words Total
No mistake 76(208) 273(457)
Kidrule example 58 : 68
Wrong part of speech 41 45
Wrong preposition 24 28
Inappropriate topic 24 24
Used rhyming words 14 14
Inappropriate object 9 : 14
Wrong entry 9 13
Word not used 1 10
Object missing 3 8
Two senses confounded 3 £ 7

No response 4 4
Not a word 3 3
Unacceptable idiom 0 3
Not a complete sentence 0 3

Most of the phrases describing errors should be self-
explanatory, but some "examples may help. Skip the Kidrule
category -- we will say more about it in a moment. Consider
first "wrong part of speech": one student used the verb "accrue"”
as a noun: "My hobby is listening to Duran Duran records, I have
obtained an ACCRUE for it." As an example of "Wrong preposition,”
consider the student who wrote: "Be very METICULOUS on your
work." An example of "Inappropriate topic" is: "The train was
TRANSITORY." An example of "Inappropriate object™ is: "I - was
METICULOUS about falling off the cliff." Finally, some examples
Qf "Used rhyming word" are "Did it ever ACCRUE to you that Maria
T. always marks with a special pencil on my face?", "Did you
evict that old TENET?”, and "The man had a knee REPARATION."

5. The Kidrule Strategy
Other categories were even less frequent, so return now to
the most frequent type of error, the one we have called "kidrule"
because we haven't been able to think of a more descriptive name
for it. The sentences that Deese (1967) reported are kidrule
examples. Further examples can be taken from our data: "We had



19

a branch ACCRUE on our plant," "I bought a battery that was

TRANSITORY," "The rocket REPUD "
always so TENET to me." UDIATE off into the sky, Jolhﬂ is

It is really unfair to call these sentences "errors" and . to
laugh at the children's mistakes. The students were solving the
problem they had been given; they were doing their best, to use
the information in the dictionary. If there was any mistake, it

was made by the adults who misunder the task
that they had assigned. stood the nature of .

Take the "accrue" sentence, for example. The definition
that the student saw was: v » . c

ACCRUE: come as a growth or result: "Interest will
accrue to you every year from money left in a
savings bank. Ability to think will accrue to
you from good habits of study."

We assume that the student read this definition 1looking for
something that she could understand and found the phrase "come as
a growth." So she composed a sentence including this phrase: "We
had a branch COME AS A GROWTH on our plant."” The final step was

to substitute "accrue" for this defining-phrase, thus obtaining:
"We had a branch ACCRUE on our plant." v

This same strategy seems to have been followed in the other
examples. Asked to wuse "transitory," the student looked for
something familiar in the following definition:

TRANSITORY: passing soon; lasting only a short time.

He came up with "lasting only a short time," so he composed a
sentence that included it: "I bought a battery that was LASTING
ONLY A SHORT TIME". Then he simply substituted “transitory" for
"lasting only a short time." .

Again, when given this definition for "repudiate":

REPUDIATE: 1. cast off; disown: "to repudiate a son."
2. refuse to accept; reject: "to repudiate a J
doctrine." 3. refuse to acknowledge or pay: “to
repudiate a debt."

the student seized on "cast off" to compose the perfectly
reasonable sentence: "rhe rocket CAST OFF into the sky." With
the subsequent substitution, this sentence , became "The rocket
REPUDIATE into the sky."s

Finally, a student who was asked to use this definition:

TENET: opinion, belief, principle, or doctrine
held as true.

apparently recognized "true," composed "John is always so TRUE to
me," and, after substitution, wrote down "John is always so TENET
to me."
























































































































































































































