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_ Chapter 1 | j
1-What is Secﬁnd Language Acquisition? /
f 2-How can we describe the development of learner's language

| skills ?

{ 3-What are the goals of SLA?

4- What are the external factors affecting SLA? . - ]
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S-Whatare themternai fa'-ctors affecting SLA ? |
6- What is a case study? |
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7-Who is a naturalistic learner? | |
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8-What are the pros and cons in Wes's case ? |

9- Why is Ellis's study more typical of SLA than Schmidt's ?
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10- What are the main methodological issues we should take
into account on studying SLA cases? | |

11-What are the main findings of describing SLA study cases ?

12- What are the main kinds of les rning involved in SLA? -
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5-What-are the commonest types-of errors?
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Chapter two

1- What are the stages of error analysis?(not for testing)

2-Why do researchers focus on errors ?

3-What is the difference between mistakes and errors? And

how can we distinguish between them?

4- What are the different ways of describing errors?

6-What is the difference between loca} and global errors?

7- What are the mainfeatures of learners’ language on studying
L27

8- What are the main points of criticism directed to the idea of

'natural order' ?

9-What are the transitional constructions of the past tense?

10- What is the importance of working on developmental

patterns ?
11- What do we mean by the variability in learner language?
12- What is meant by systematic variability?

13- How does the linguistic context affect the learner's choice

of a grammatical form?

14- What are the main factors affecting systematic variability ?
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{ntroduction: describing and
explaining L2 acquisition

What is ‘second language acquisition’?

The systematic study of how people acquire a second language
{ofren referred to as an L2) is a fairly recent phenomenon, belong-
ing to the sccond half of the twentieth century. Its emergence at
this time s perhaps no accident. This has been a time of the
“global village’ and the “World Wide Web’, when communication
between people has expanded way beyond their local speech

communitcs. As never before, people have had to learn a second -

Manguage, not just as a pleasing pastime, bur often as a means of
- obraining an ¢ducation or securing cmployment. At such a time,
there is an obvious need to discover more about how second lan-
guages are learned. . .

At firstsight, the meaning of the term ‘second language acquisi-
ton’ seems transparent bur, in fact, it requires careful explana-
tion. For one thing, in this context ‘second’ can refer to any
Janguage that is learned subsequent to the mother tonguc. Thus, it
can refer 1o the learning of a third or fourth language. Alsc, ‘sec-
ond’ is not intended ro contrast with *foreign’. Whether you are
learning a language maturally as a result of living in a country
where it is spoken, or learning it in a classroom through instrac-
tion, it is customary to speak generically of “second” language
acquisition. o :

1.2 acqusition’, then, can be defined as the way m which peo-
ple tearn a language other than their mother tongue, 1side or our-

side of a classroom, and *Second Language Acquisition” (SLA) as
~the study of this.
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What are the goals of SLA?

Imagine that you are an SLA researcher, interested in finding our

how learners acquire an 1.2, How would you ser abour doing it?

One way might be simply to ask Tearners who have been success-
ful in fearning a sceond language how they did it. This approach
has been used and has provided some valuable insighes. I is, how-
ever, somewhar limited in that fearners are probably not aware of
or cannot remember the acrual fearning processes they engaged

. A betrer approach mighe be to find out what learners acrually

do, as opposed to what they think they do, when they oy to learn
an L2. One way of doing this is by collecting sampies of tearer

language—the language that learners produce when they are =~
called on to use an L2 in speech or writing—and analyse them

“carefully. These samples provide cvidence of what the learners

know abour the language they are trying to learn (the target lan-
guage). If samplcs are collected at different points in time it may
also be possible 1o find out how learners” knowledge gradually
develops. What we mighr seck to da, then, is to describe how
fearner language changes over time. '

But what exactly should you look for in samples of learner lan-
guage? You may decide to focus on how learners” overall ability
to communicare develops, how they become more fluent in their
use of an 1.2, n general, however, SLA has not focused on these
communicative aspects of language development bur on the for-
mal fearures of language that linguists have traditionally concen-
trated on. One example might be the pronunciation of an 1.2; how:
learners” accents change over time. Another mighr be the words
learners use; how learners buiid up their vocabulary. Most often,
however, the focus has been the grammar of the L2. Researchers
select a specific grammatical structure, such as plurals or relative

~clavses, and explore how learners” ability to produce this struc-

ture develops over time.

- Omne of thegoals of SLA, then, is the deseription of 1.2 acquisi-
tion. Another is éxplanation; idenrifving the external and internal
factors that accoynt for why learners acquire an 1.2 in the way
they do. ' ' , ;

- Oneofthe external factors ts the social mithicu in which learning
rakes place. Social conditions influence the opportunitics that
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learners have 1o hear and speak the language and the arrivudes
that they develop rowards it. For example, itis one thing to learn
a language when vou respeet and are respected by native speakers
of that language. Ir is entirely different when Yo experionce hose
rlity frony mative speakers or when you wish ro.distance yourself

from them. :
Another external factor is the input that fearners receive, that 15,

the samples of language ro which a learner is exposed. Language

learning cannot oceur without some inpur. A question of consid-
erable interestis what cype of input facilitares lea mmg. For exam-
ple, do learners henefit more from mput that has been simplified
for them or from the authentic language of native-speaker com-

L2 acquisition can be explained in part by these external fac-
tors but we also need to consider internal factors, Learners pos-
sess cognitive mechanisms which enable them to extract
information about the L2 from the Input—ro notice, for example,
that plurality in English is conveyed by adding an -s to a noun or
that the relative pronouns *‘who” and *which’ substitute respec-
tively for human and non-human NOUns.

L2 lcarners bring an enormous amounr of knowledge o the
task oflearningan 1.2, For a start, they have already learned a Tan-
guage (their mother tonguce) and we can expect them to draw on
this when chey learn an 1.2, They also possess general knowledge

about the world which they can draw on to help them understand

L2 input. Finally, learners POSSCSs commuanication straregics thar
can help them make cffective usc of their 1.2 knowledge. For
example, even if they have not learned the word ‘art gallery” they
-may be able to communicare the idea of it by in ventng their own
term (for example, ‘picture place’). _ ' '

Itis also possible that learners are equipped with knowledge of
how laniguage in general works and thae this helps them o learn a
particular language. et us comsider a grammarical example.
Learners of 1.2 English faced with the sentence

Joan wanred Mary to help herself,

may be able ro rule our automarically the possibilice thar the
reflexive pronoun ‘herself refers o loan” rather than “Mary
because they “know” how such reflexive pronouns work in
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language in general. According to this view, there are inbuilt con-
straints on what is grammatically possible in language in general
and knowing these makes the rask of learning a particular L2
much easicer.

A final set of internal factors explain why learners vary in the
rate they learn an 1.2 and how successful they ultimarely are. For
example, it has been suggested that people vary w their language
aptitude (1.c. their natural disposition for learning an 1.2), some
finding it casier than others.

- The goals of SLA, then, aic to deseribe how 1.2 acquisition pro-

6

(..(.‘LdB and to explain this process and why some learners seem o
be better ar it than others. To iflustrate more specifically how SLA
researchers have set about trying to achieve these goals we will
now examine two case studies of L2 learners, -

Two case studies

A case study is a derailed study of a learner’s acquisition of an L2.
It is typically longirudinal, involving the collection of samples of

“the learner’s speech or writing over a period of time, sometimes

years. The two case studies which we will now examine were both
longitudinal. One is of an adult learner learning English in sur-
roundings wherce it serves asa means of daily communication and

the othér of two children learning English in a classroom.

A case study of an adult lcarner

Wes was a thirry-three year-old artist, a native speakcr :of

Japanese. He had had little formal instruction in English, havm;,

leftschoolart fifteen. While heremamed in Japan his contacts with

native speakers were few and far between. It was only when he
began to visit Hawaii, in connection with his work, that he had
regular opportunities to use English. Wes, then, is an example of a
‘naturahistic’ learner—someonc who learns the language ar the
same time as learning to communicare in i,

Richard Schimide, a rescarcher ar the University of Hawail,

studied Wes™s language development over a three-year period
from the rime he first started visiring Hawaii until he eventoally

took up residence there. Schmidr asked Wes to make recordings
in English when he wenr on trips back to Tokyo. He then made
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writcen transeriptions of these monologaes, which lasted berween
one and three hours, In addition, Schmidr made recordings and
rranscoiptions of informal conversations berween Wes and
friends in Honolulu.

Amoug other things, Schmide was inrerested in how Wes's
knowledge of English eranina rodeveloped over the rhree VUATS.
To this end he focused on a small number of grammatical fea-
rures, such as the use of auxiliary be, plural -5 {tor example,
‘spoons’), third person - tfor example, ‘comes™), and regular past
tense {for example, Jumped’). He looked to see how aceu rarely
Wes used these features in his speech at a time near the beginning
of his study and ar a time near the end.

-~ What might conseiture-evidence that Wes-was acquiring the -

-

grammar of English? Strong evidence would be if Schmidr could

“show that Wes had Jearned ro use the grammarical fearares with

the same level of accuracy as nartive speakers of English. In fact,

- Wes could atready use some of the features with nariveslike ac-

curacy at the beginning of his study. However, Schmidr sus-
pected that Wes had not really acquired chese. For example,
although Wes did succeed in using progressive -ty when it was
required, as in:

Allday U'm sittine rable.
he also supplied it in sentences when it was not required:

So yesterday [ didn’t painting.

Furthcrmore, there were very fow verbs which Wes used in
both the simple form (for example, ‘paint’) and rthe progiessive.
form (for example, ‘painting’). He generally used each verh with
Just one of these forms. Clearly, Wes did not have the same
knowledge of progressive -17g as a native speaker.

In Face, Wes had lirtle or no knowledge ar the beginning of the
study of mose of the grammatical seructures Schmidr mvestigated.
Morcover, he was seill far short of nartive-speaker aceuracy three

years larer, For example, he continued to omir - from phural

nouns, rarely por - on the third person singular of verbs, and

- never used the regular past tense,

e would be wrong, however, 1o think of Wes as a complere
L£.: .
Failure as a language learer, Alchough he did not leare moch

L= -
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grammar, be did develop in other ways. For example, a general
feature of Wes's usc of English was his use of formulas—fixed
expressions such as ‘Hi! How’s it?, ‘So, whats new?’, “Whaddya
want?’, and *T dunno why”. Schmidt noted that ' Wes was adept at
identifying these fixed phrases and that he practised them con-
sciously, They helped him develop fluency in using English. In
fact, Wes achicved considerable success as a communicaror. He
became quite a skilled conversationalist, very effective at negoti-
ating complex business deals in English and even able to give talks

about his paintings in English. He was also highly skilled at
repairing communication breakdowns.

A case study of two child Jearners

Whereas Schmidt studied an adult learner in naturalistic sur-

roundings; [ investigated two child learners in a classroom con-

‘text. Both were almost complete beginners in English ar the
“ beginning of the study. ] was a ten-year-old Portuguese boy, liter-

ate in his native language. He was an adventurous and confident
fearner, willing to struggle to communicate in English, even when
he had very limited resources. R was an eleven-year-old boy from
Pakistan, speaking (but unable to write) Punjabias his native lan-

guage. Initiatly, he lacked confidence, wvsing his native language

extensively and relying on his clder sister to help him communi-
cate in English. Gradually, however, he became more confident

~andindependent.

Borh ‘learners were learning English in a language unit in

| _.London. The unit catered exclusively for L2 learners who had

¥

- recently arrived in Britain. The goal was to prepare students for
- transfer to local secondary schools. ] spent almost four school

terms in the unir {abour twelve months). R spent two whole
school years in the unit and, in fact, was still there when the study
ended. The instruction the two learners received was very mixed.
It involved hoth formal language instruction. {i.e. artemprs to
teach the learners specific language items and rules) and more
informal instruction (i.c. attemprs to ger the students to use

- English communicatively). initially, at least; the two learners had

little exposure to the target Janguage outside the classroom.
The focus of my study was requests. I wanted to find out how
the twao learners acquired the ability to perform requests for
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services ang goods over the period of study. Requests can be
pcrformed m a variery of wavs in Eaglish, for example:

Give me your pencil.

Can | have your penal?

Would you mind giving me your pencil?
They can be relatively simple, as in the above examples, or they
can be guite complex, as when the speaker offers a reason for
making the request:

My pencil’s broken. Would you mind giving me yours?
Recause English was the medivm of communication in these

_learners’ classrooms there were nuwnerous opporrumt;es for them |
to hear and to perform requests. | collected samples of the two
learners’ requests by visiting their classrooms regularly and writ-

ing down any requests they prod uced.
When 1 analysed J’s and R’s requests, I found clear evidence of

development taking place. Moreover, the two learaers appeared

to develop in much the same way. Initially, their requests werc
verbless. For example, whea | needed a curout of a bigcirclein a
mathematics lesson he said: :

Big circle.
while, in a different lesson, R just pointed at a piece of card ro let

“the teacher know that he wanted him to put a staple in it, saying:

Sir.

A firtle later, both learners began to use imperative verbs in their

. Some time after this, they learned to use *Can 1 have

requests:

Give me.

Give me a paper.
D".

Can I have onc yellow hook, pieasc?
The nexr stage of their development of requests was marked by a
general exrension of the linguistic devices they used. For exaniple,
R made use of ‘want” statements:

Miss, I want. (R wanted the teacher to give him the stapler.)
Jused *gor':

You gota rubber?

INTRODUCTION
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Occasionally, both learncrs used hints instead of dircet requests.
For example, when | wanted the teacher to give him a different
coloured picee of paper he said:

This paper is not very good to colour hiue.
Tinally, the fearners began to use “can® with a range of different
verhs (e, notjost with thave'):

Can you pass me my pencii?

A number of points emerge from this. One is that both tearners

[Re)

were capable of sucecsstully performing simple requests even

when they knew very lictle English. Another is both learners man-
ifested development in their ability to perform requests over the
pertod of study. In particular, they acquired alternative ways of

- performing them. A third point is that many of their requests

seemed formulaic in nature. That is, they used fixed expressions
like ‘CanThavea ?" or ‘Have you got a #* A fourth point
ts that both Iearners progressed in much the same way despite the

fact that they had different native languages.

By the end of the study, therefore, the two learners® ability to
use requests had grown considerably. However, it was cqually

clear that this ability was limited in a number of respects. Their

requests tended to be very direct (e, they mostly took the form of

commands with an imperative verb) throughout, whereas native

speakers would tend 1o use more mdireet requests (for example,
they make requests by asking quicstions or giving hints). The
learners™ requests were generally very simple. They rarely modi-
ficd a request and, if they did so, relied more or less exchusively on
the one modifier ‘please’. Also, whereas nartive speakers of
English vary the way they perform a request with different
addressees to ensure politeness, the two lfearncrs used the same
range of requese strategies irrespective of whether they were talk-
ing ro the teacher or other students. In shorr, despire ample
opportunity to master requests, the two learners were still far
short of native-like competence at the'end of the study.,

What dathese casestudies show us? First, they raise a number
of mportant methodological issues relating to how 1.2 acquisition
should bestudicd. Second, they ratse issues relating to the descrip-
rion of learner language. Third, they peint to some of the problems

researchers experience i trving to explain L2 acquisivion,

SUORVEY



Methodologica! issues

One issue has to do with what ir s rhar needs to be deseribed.
Schmide was concerned broadly with how Wes developed the
ability to communieate iy an L2, examining his grammiatical
development, hiz abiliey 1o use English in siroationally appropri-
ate ways, and ow he learned to hold successful conversarions,
My goal wes narrower; o was concerned with how [ and R
acquired the ability to perform a single language funcrion
(requests). In this respecr, my study is more rypical of SLA.
Language s such a complex phenomenon thar researchers have
— - generally preferred to focus on some specific aspect rathes thanon
the whole of it. o '
Another issue concerns what it means to say that a learner has
‘acquired” a feature of the rarger language. Schmidt, like many
" other researchers, defiries ‘acquisition” in terms of whether the
learner manifests patterns of Janguage use that are more or less
the same as native speakers of the rarget language. It mighe be
argued, however, thar this conflates whar learners bnow with
whart they can do. For example, Wes mighr be said to know how
to make plurals even though he does not always add an -s to a
plural noun. ' _
There is another problem in determining wherher learmers have
‘acquired” a particular feature. Borh Schmide and 1 point oat that
the learners made considerable use of fixed expressions or formu-
las. Learners may manifest target-like use of a featurc in a formula
withour having acquired the ability to use the feature produc- |
tively. For example, both j and R acquired the pattern ‘Can  have
a__.7" early on, but it took them some time to use ‘can’ in other
kinds of sentences. Is it possible to say they had acquired ‘can’ if
they could only usc it in one fixed expression? Most rescarchers
would say ‘no”. '

A third problem in trving ro measure whether ‘acquisition” has
taken place concerns learners’ overuse of limguistic forms.
Schmide showed thar Wes knew when to use the present Drogres-

. Stve correctly but be also showed that Wes used this form incon-
texrs thar did nor reqgaire i fon orher words, Wes used che form of
the presens progrossive with the wrong function. SLA researchers
Fecognize the need to investigare how the relationship between
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form and function in learners” outpur compares with that of
native speakers.

Issues in the description of learner language

Both of these studics set out how ro describe how learners™ use of
an 1.2 changes over tme and whart this shows about the nature of
their kn(}wicd{.,c of the L.2.

1x

failed to use some g,rammatma] features at al]\and uscd othcrs
incorrectly. These are errors of omission and overuse. | and R also
made grammatical errors in their requests. In addirion, they made
sociolinguistic errors. That is, they failed to use requests ina
socially appropriate manner. :

Another finding is that L2 learners acquire a large number of

[formulaic chunks, which they use to perform communicative
functions that are important to them and which contribute to the

flueney of their unplanned speech. An important issue in SLA 1s

_the role that these formulas play, not just in enhancing learners’

performance but also in their acquisition of an L2. Does learning
a formula like *Can I have a 2" help learners to discover how
‘can” works grammatically in the language?

One of the most interesting issues raised by these case studies is
whether fearners acquire the language systematically. Schmidt
found that the order of accaracy of the different grammatical fea-
tures that he mvestigated was the same at the beginning of his
study as at the end. Thus, at both times, features like progressive
-ing and auxiliary be (for example, He is painting) were used
accurately while features like past regular and possessive -s
{for example, ‘the woman’s dress’) were used very inaccu-
rately. I found evidence to suggest that both J and R followed
the same sequence of development in their acquisition of

requests. These studies, then, suggest thar learners do acquire

aspects of an 1.2 systematically and, morcover, thar they follow
particular  developmental routes, with some features being
acquired before others. A key question is how universal chese
developmental patterns are. Do all L2 learners learn following the
same route?
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Issues in the explanation of L2 acquisition

What can account for these descriptive indings? We can begin
with the hypothesis thar L2 acquisition involves different kinds of
jearning. On the one hand, learners internalize chunks of fan-

page structure {Le. formulas). On the other hand, they acquire
rules (i.e. the knowledge thata given linguistic feature is used in a
pamcu!ar context with a particiilar function). In other words,
learners must engage in both item leaming and system learning.
When learners learn the expression ‘Can | have a 2’ they are
engaging in ttem learning—they learn the expres~:ion as an
unanalysed whole. When they learn thar “can’ is followed by 2

variety of verbs (‘have’, ‘run’, *help’, etc.f and that it can expressa

varlery of funcrions {ability, possibility, permissmn etc.) they are

-engagmg in.system Iearmngﬂthey are learning some kind of rale

for ‘can’. Learners engage in both types oflearning. An explana-
tion of L2 acquisition must account for both trem and system
learning and how the two interrelate.

The systemanic nature of L2 acquisition also requires explana-
rion. Why did Wes seem to learn some grammatical wwems before
others? Why did | and R'lecarn the different ways of makmg a
request in the particular sequence they did? There arc o number of
possible explanations. One is thar lcarners follow a particular
developmental pattern because their mental faculties are struc-
tured in such a way that this is the way they bave to learn. These
faculties, it is argued, regulatc what learners rake from the input
and how they store the information in their memories. However,
as we will see later, this mentalist account of how L2 acquisition
takes place is not the only possible one. Other explanations em-
phasize the-importance of external as opposed to internal factors.

None of the three learners in the two case studies reached a
native-speaker level of performance. Wes did nor learn much
grammar. ] and R learned a fairly limited range of requests and
did not learn how o vary their use of them m accordance with
social factors, Why was acquisition in these fcarners so incom-
plete> One possihility, of course, is that they simply needed mare
thine to leatn. But it is also possible that 1.2 learners, unlike chil-
dren acquiring their L1, just stop learning. Perhaps learners like
Wes and } and R are only motivated ro learn an L2 to the extent

INYRODUCTION
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that they are able ro satisfy their communicarive needs. A frer ali,
itis not necessary to learn the foll grammar of a fanguage in order
fo gerone’s meanings across. There are other explanations, how-
ever. Perhaps all three learers.did not wish to belong to the com-
munity of native speakers they had contact wirh and, therefore,
kepra Einguistic *distance” between themselves and them, Perhaps
itis only possible to acquire native-speaker competence if fearners
starf very young when their brains are, in some SCNSC, 0PN (o ban-
- guage. Perhaps L2 learners can only acquire difficulr Inguistic

fearuresifthey receive direer instraction-im theme—————

These case studies, then, illuminate the kinds of issues that pre-
occupy SLA. These issues will igure in subsequent chapters.
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The nature of learner language

We have seen thar the main way of investigating 1.2 acquisition is

R 'by""'c'aﬁez:ting“and'---describ'mg"‘s-amp%cs**of" h‘:a‘m'cr""h'n'gU'age."""’!:ire R e
description may focus on the kinds of errors learners make and | |
how these errors change over time, or it may identify develop-

mental patterns by describing the'stages in the acquisition of par-

ricular grammatical features such as past tense, or it may examine

the variahility found in learner language. Let us consider each of

these three arcas in turn.

Errors and error analysis

At first sight, it may seem rather odd to focus on whar learners act
wrong rather than on whar they ger righe. However, there are
good reasons for focusing on errors. First, rthey are a conspicuous
feature of learner language, raising rthe important guestion of
“Why do learners make errors? Second, it is useful for reachers to
know what errors leamers make. Third, paradoxically, it is pos-
sible that making errors may actually help learners to learn when
they self-correct the errors they make. '

ldentifying crrors
The first ytep in analysing learer errors is to wdentify them. Thisis
in fact casier said than done. Look ar the sample of learner lan-
guage below. This is a transcriprion of a story, based on a series of
pictures, rold by Jean, an adule Freach learner of Enghsh. Herold
“the story orally afrer having been given the chanee ro write it out
first. Can vou whentify all the errars?

THE NATURE OF LEARNER LANCUAGY I3
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One day an Indian gentleman, a snake charmer, arrived in
England by plane. He was coming from Bombay with two
pieces of luggage. The big of them contained a snake. A man
and aiittle boy was warching him in the customs area. The man
said to the little boy *Go and speak witch this gentleman.” When
the little boy was speaking with the traveller, the thief took the
big suitcase and went out quickly. When the vierim saw thar he
“cried *Help met Help me! A thicf A chief! The policeman was in
this corner whistle but it was too late. The ewo thieves escape

----- ~with-the-big-suircase,-took theircar-and-went-in the traffe:

They passed near a zoo and stop in a forest. There they had a’
big surprise. The basket contain a big snake. :

~ To identify errors we have to compare the sentences learners pro- "

duce with what seem to be the normal or ‘correct’ sentences inthe
target language which correspond with them. Sometimes this is
fairly straightforward. For example, Jean says:

A man and a little boy was watching him.
Iris not difficult to see that the correct sentence should be:
A man and a little boy were watching him.

By comparing the two sentences we can sce that Jean has used
‘was’ instead of ‘were’—an error in subject—verb agreement.
Somctimes, however, [carners produce sentences that are possible
target-tanguage sentences but not preferred ones. For example,
Jean says:

... went in the traffic.
Is thisan error? A native speaker would probably prefer to say:
... went into the traffic.

but*in the traffic’ is not actually ungrammatical.

At other times, it is difficult to reconstruct the correct sentence

because we are not sure whar the fearner meant to say. An ex-
ample is when ican says:

The big of them contained a snake.
One way of reconstructing the correct sentence 1s:

The bigeer of them contained a snake.
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According 1o this reconstruction, Jean has used *big’ instead of
‘bigger’=—an error in the use of a comparative adjective. But
another possible way of reconstructing the searence is:

The big ore contained a snake.

Here the error lies in using “big of chem instead of *hig one’—an
error in the use of the pronoun *oud™ It is clear that identifying the
. exact errors that learners make is ofen diffculr.

There is a further problem. How can be we be sure thar when a
learner produces a deviant form it is nor just an accidental slip of
the tongue? Afrer all, narive speakers often make slips when they
are tired or mder some kind of pressure to communicate. We

Ieamer 5 knowledge, they ocear beca use the learner does not
know whatis correct. Mistakes reflect occasional lapses in perfor-
mance; they occur because, in a particular instance, the learner is

“unable to perform what he or she knows.

There is an example of an apparent mxsmkc in _Iezm g speu_h
Early in che narrative he says:

The big of them coneained a snake.
using the past tense of the verb “contain’ correetly. However, in
the final sentence he says:

The baskcet conrain a snake.
making whar seems to be 2 past tense error. But clearly Jean
knows what the past tense of ‘contain’ is as ht has already used it
correctly once. His failure to sav ‘contained’ in the {ast sentence,

then, might be considered a misrake.
How can we distinguish errors and mistakes? One way might

be to check the consistency of learners’ performance. If they con- |

sistently suhstitute ‘contain’ for ‘contained’ this would indicate
a lack of knowledge—an error. However, if they somerimes
say ‘conrain’ and sometimes ‘conrained’, this would suggest that
" they possess knowledge of the correer form and are just slipping
up—a mustake. Another way might be to ask learners to try
to correct their own deviant urterances. Where they are unable
to, the deviarions are errors; where they are successful, they are
mistakes. However, as we will see larer, when we examine vari-
~ability in fearner language, it is not as simple as this. Learners may
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consistently use a feature tike past tense in some contexts and con-
sistently fail to use it in others, Ultimarely, a clear distinenion
berween an error and a mistake-may not be possible.

Describing errors
Onee all the errors bave been identified, thev can be deseribed and
classificd into types. There are several ways of doing this. One
way is to classify errors into grammatical categories. We could

i_——mfﬁ‘!‘]t{ﬂ'c“twrthwrﬂ% and-chen “Td‘tﬂ’lﬁﬁ*ﬁ‘w differs-—- P _

ent kinds of verb errors in our sample—ecrrors m the past tense,
for example. Another way might be to try to identify general ways
in which the learners™ utrerances differ from the reconstrucred
target-language utterances. Such ways include ‘omission’ (i.e.
Jeaving out an item that is required for an utrerance to be consid-
ered grammatical), ‘misinformation’ (Le. using one grammatical

“form in place of another grammatical form), and *‘misordering’
(i.c. purting the words in an utterance in the wrong order).
Classifying errors in these ways can help us to diagnose learners’
learning problems at any one stage of their development and,
also, to plot how changes in error patrerns occur over nme.

An analysis of Jean's errors reveals thar the most common
grammatical category of error 1s *past tensce’; Jean fails to use the
past tense on a number of occasions. The most common general
error type s ‘misinformation’ (for example, the use of ‘big’
instcad of “bigger’, of “was watching’ instead of ‘were watching’
and, perhaps, of ‘in the traffic’ instead of ‘into the traffic’). All the
past tense errors are also misinformanon crrors.

Explaining errors |
The identification and description of errors are preliminaries to
the much more interesting task of trving 10 explain why they
occur. Errors are, ro a large extent, systemaric and, to a certain
extent, predictable. Thus, Jean's verh errors deseribed above do
not involve haphazard substitutions of past tense verbs, We do
not find him using the present progeessive form (for example,
‘containing’) i place of the past tense torm on some occasions
and the simple form (for example, ‘contain’} on others. Instead,
we find evidence of regular replacemenes using a single form. All
Cof fean’s pasttense errors involve the use of the simple form of
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the verb. This systemaricity wuf’g_c%tﬂ thar Jean has construcred
some kind of sute, albeit a rule different from thar of the targer
janguage.

Errors are not only systematic; many of them are also universal.
Thus, the Kind of pastiense error found in Jean®s speech has heen
attesced 0 the speech of many learners, 1o fact, most, if nor all
learners go through a stage of fearning where they substitute the
simple form of the verb for the past rense form.

Of course, notall errors are universal. Some errors are common

only to learners who share the same mother tongue or whose

mother tongues manifest the same linguistic property. For ex-

ample, speakers of Bantu languages in southern Africa frequently

use the preposition ‘at’ to refer ro direcuon as well as focation,
producing errors such as:

We wentat lnhmnesburg last weekend.

This errof appears to he explained by the facr thar Bantu Izm—
guages employ a single preposition to express location and diree-
tion where English has rwo (L. tar and 'ro7).

Errors, then, can have different sources. Some errors seem ro he
universal, reflecting learners™ attemprs to make the task of learmn-
ing and using rhe L2 simpler. Learners commit errors of omission.

Forexample, they feave out thearricles *a” and *the and feave the

-s off plural nouns. They also overgeneralize forms that they And
easy to learn and process. The use of *cated” in place of ‘ate’ is an
examplc of an overgeneralization error. Both errors of omission
and overgeneralization are common in the speech of all L2 learn-
ers, irrespective of their L1, Orher errors, however, reflect learn-
ers’ atternpts o make asc of their LI knowledge. These are
known as transfer crrors. [rrespective of the tvpe of error, how-
ever, learners are 1o be seen as actively involved in shapmg the
‘grammars” they are learning. Learners ‘create” their own cules.

Error evaluation
Where the purpose of the error analysis is to help fearners learn an

L2, there s a need to evaluate errors, Some errors can be consid-

ered more serious than orhers because they arce nore hkele ra
interfere wirh the relligibiliny of what somcone savs. Teachers
Wall want to focus their arrention on these.
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Some errors, known as global errors, violate the overall srrue-
ture of a sentence and for this reason may make it difficult to
process. Jean, for example, says:

The policeman was in this corner whistle ...
which is difficult to understand because the basice structure of the
senrence s wrong, Other errors, known as locat errors, affect only
a single constitnent in the sentence (for example, the verb) and
are, perhaps, less likely to create any processing problems, Most

20

of Jean’s errors are of this kind. This.may be why his oral narras ..

tive ts quite easy to follow despite all the errors.

Developmental patterns

We have seen that many of the errors thar L2 learners make are
-universak: all learners, no matter whether they are learning natu-

~ ralistically or in a classroom, and irrespective of their L1, make

omission, overgeneralization, and transfer errors. We can also
explore the universality 0f L2 acquisition by examining the devel-
opmental pattern learners follow,

The carly stages of 1.2 acquisition
We can find outhow a language is learned as a natural, untutored
process by invesnigating what Imrncrs do whenex posc drothe L2
m communicative setrings. :
In such circumstances, some L2 learners, particularly if they are
children, undergo a silent period. That is, they make no attemptto
say anything to begin with. Of.course, they may be learning a lot

. about the language just through listening to or reading it. The

silent period may serve as .a preparation for subsequent produc-
tion. Some learners talk to themselves in the L2 even when they
decline to talk 1o other people. |

When learners do begin to-speak in the L2 their speech is likely
to manifest two particular characreristics. One is the kind of for-
mulaic chunks which we saw in the case studies. Fixed expres-
sions like “How do you do?”, “Tdon’t know’, “Can Lhave a __2,
‘My namc is * figure very prominently in carly 1.2 fearning.
They provide Tearners with the means of performing uscful lan-
auage funcrions such as greetings and requests, These ready-made
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chunks of Janguage can give a mistaken impression of compe-
tence. ' ,

The second characteristic of cacly 1.2 speech IS propositional
simplification. Learners find it difficult to speak in full scncences
so they frequently leave words out. For example, | wanted the
reacher to give him a blue crayon bur said only:

Me no blue.

meaning ‘1 don’t have a blue crayon”, Interestingly this reduced
speech is very similar to the kind of specch children produce in the

early stages of learning their mother tongue. The occurrence of

this kind of basic langnage appears ro be a universal of both first

In time, though, learners do begin to learn the grammar of the

L2. Thisraises other questions. One concerns the acquisition order.
Do learners acquire the grammarical structures of an L2 in a def-
nite order? For example, do they learn a feature like progressive
-ing (as in ‘painting’) beforc a feature like past tense -ed (as in
painted). We have already seen that learners do seem to find some
grammatical features easier than others, so it is quite possible that
acquisition follows 2 definite order. Another question concerns
the sequence of acquisition of particular grammarical strucrures,
such as past tense. Do learners learn such structures in 2 single
step or do they proceed through a number of interim stages before
they master the target strucrure? :

The order of acquisirion
Toinvestigate the order of acquisition, researchers choose a num-
ber of grammatical structures 1o study (for example, progressive
-ing, auxiliary be, and plural -s). Théy then collect samples of
learner language and identify how accurarely each feature is used
by different learners. This enahles them to arrive ar an accuracy
order. That is, they rank the fearures accordin £ to how accurarely
each fearure is used by the learners. Some researchers then arguc
that the accuracy order must be the same as the order of acquisi-
tlon on the grounds thar the more accurately learners are able o
use a particular feature the more likely they are to have acquired
that feature carly.
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Researchers have shown that there 15 a definite accuracy order
and that this remains more or less the same trrespective of the
fearners” mother tongues, their age, and whether or not they have
received formal language instruction. Most of the learners they
have studied perform progressive ~ing, auxiliary be, and plural -
most accurately, suggesting that they acquired these features fiest.
Articles and irregular past come next. The maost difhealt seruc-
rures are regular past and thivd person -s. On the basis of these

hm.hm_,s. it has bcm sua:t.,cwcd rlmt tlmc jost be a natural mdu‘

[

This Llazm IS an tmp()rtant one. Ir ratses crucial theorerical
questions as to whether L2 acquisition is the result of environ-
mental factors that govern the input to which learners are
exposed, or of internal mental factors which somehow dictate
how learners acquire grammancal structures.

‘We should note here, however, that not all researchers are con-
vinced there is a universal *natural order’. They have criticized the
research on a number of grounds. Some have pointed out, for
example, that it may be wrong to assume that the order of accu-
racy is the same as the order of acquisition. They have produced
evidence to show that sometimes fearners begin using a strucrure
accurately carly on only to start making cerrors with ir later. It
cannot be concluded, they have argued, that lcarners have
acquired a structure simply because they can use it accurarely, a
point considered more fully below. Other rescarchers have shown
that the order doces vary somewhar according to the learner’s first
language. For enmple Schmidr found that Wes, whosefirst lan-
suage was Japanesc, performed plural -s very poorly, mnch less

accurately than irregular past. In ot’n er words, Wesdid not follow
~ the ‘natural’ order. |
Another problem is thar the rescarch treats acquisition as if it is -

a process of accumulating linguistic structures. Acquisition -is
seen as analogous ro buildimg a watl, with one brick ser mv place
before another ts placed ontop. Such a view is, in fact, seriously
mistaken, as studies of individual grammatical stractures have

made clear. Pven the simplest structire is subject to a process of

aradual development, manifesting clear stages. To investigate this
we nteed to consider the seguence of acquisition,
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Sequence of acquisition

When learners aequire a grammatical strucrure they do so gradu-
ally, moving through a series of stages e route 1o acquiring the
patvesspeaker rule, The acquisition of a pardicular grammatical
structure, therefore, must be scen as a process mvolving transi-
tienal constructions. As an example of this process, et us consider
how L2 fearners acquire irregular past ense forms (for example,
‘ate’). Learers are fikely 1o pass through the different stages
shown m Table 2.1,

Example

Stage  Description

I
. Leatners begin to produce invegular past
rense farms. ‘ate’
3 Learners overgeneralize the regular past
tense form. | - ‘eated’
4 Somerinies learners produce hybrid forms. | *ated”
5 Learners produce correct irregular past

tense forms. ‘ate’

TABLE 2.1 Stages i the acquisition of the past tense of “eat’

Such sequences arce instructive because they reveal thar ehe use
of a correct structural form (for example, “ate’) does nor prces-
sarily mean thar this form has been ‘acquired”. Indeed, in this
sequence, learners producing *cated” and “ated” are, in fact, more
advanced than learners at stage 2 who produce ‘ate”. Acquisition
follows a U-shaped course of development; that ts, initially learners
""may display 2 high level of accuracy only to apparently regress
later before finally once again performing in accordance with
target-language norms. ltiscleac that this occurs because learners
reorganize their existing knowledge in order to accommodarte
new knowledee. Thus, stages 2 and 3 ':)nly arise when learners
have begun ro aequire regular -ed {as in jumped’). Forms like
- Ceated” and “ared” represent an overgeneralization of the regular

-ed past tense, This kind of reorganization, which is belicved to be
prevalent in (.2 acquisition, s referred to as restructuring. As
learners vestrucenre their grammatical systems, they may appear

TIHE NATURE OF LEARNIER LANGUAGE
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to regress whereas in fact they are advancing. Sequences such as
that for irregular past reveal how restructuring occurs and how it
can lead ro U-shaped development.

It is clear that the acquisition of what looks like a simple gram-
matical feature such as past tense is, in fact, a highly complex
affair. Not only are there general stages in the acquisition of
grammatical features like past tense, as illustrated in Table 2.1,
but there may also be stages within stages. Thus, when learners
begin to use past tense markers (either irreg,ular markers as in *ate’

or regular markers as m ‘painted’), they donot do so on all verbs
at the same time. Learners find it easier to mark verbs for past
tense if the verb refers to events (for example, ‘arrive’), somewhar
more difficulr to mark verbs that refer to activities (for example,
‘sleep’}, and most difficult to mark verbs that rcfer to states (for
example, want').

The kind of verb also influences the kind of errors learners
make. For example, with activity verbs learners are more likely to
substitute a progressive form for the past tense form:

After that the weather was nice so we swinmming in the ocean.

In contrast, with state verbs they substitute the simple form of the
verb:
Last night everything seem very quiet and peaceful.

Learners, then, pass through highly complex stages of develop-

ment. These stages are not sharply defined, however. Rather they

are blurred as learncrs osciliare between stages. Thus, in the case

of pa st zense, at any one time a fearner may mark some verbs cor-

rectly for past tense, fail to mark otbers at all, and overgeneralize

the regular -ed and the progressive -ing forms with yet other
" verbs. Despite the complexity of learners’ behaviour, however, 1t

is clear that it is far from random.

Somc implications

The discovery of common patterns in the way In which lea rner
language changes over time s one of the most important findings
of SLA. It provides further support for the conclusions reached
from the study of fearer ervors, namely that L2 acquisition 1s sys-
tematic and, to a large extent, wniversal, reflecting ways in which
internal cognitive mechanisms control acquisition, irrespective of
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the personal background of learners or the setting in which they
jearn. '
The work on developmental patrerns is imporrant for another
reason. It suggests that some linguistic features {particularly
rammatical ones) are inherently easicr to learn than others, For
example, the fact that learners master plural -s before chird
persorn -5 Suggests thar plural -5 is in some sense easier to fearn.
This has implications for both SLA theory and for language
reaching. _

Of course, it does not follow that because learners naturally
learn one feature before another they must necessarily do so. A
 key question for both SLA and language teaching, then, is

whether the orders and sequences of acquisition can be altered ™
through formal instruction. We will examine attemors 1o investi-

gate this in a later section,

Variability in learner language

We have seen thar fearner language is systematic. That is, at a par-
ticular stage of development, learners consistently use the same
grammatical form, although chis is often different from thar
employed by native speakers. We have also seen that learner fan-
guage 15 variable. At any given stage of development, learners
sometimes employ one form and sometimes another. Thus, one
type of error may alternate with another type:

Yesterday the thief szeal the suitcase.
Yesterdaythe thief stealing the suitcase.

or an error may alternate with the correct rarget-language form:

Yesterday the thief steal the suircase.
Yesterday the thief stole the suitcase,

Such was the case with Jean, whose oral narrative (sec page 14)
displays the use of hoth correct past tense forms (for example,
“arrived” and “cried’) and erroncous forms (for example, *whistic”
~and ‘escapc’). As we have already noted, there is even one verb
(‘contain’) thar vccurs in both correct and crroncous forms ar dif-

ferent points of che narrative.
These ohservartions do not invalidate the claim thar kearner w
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language is systematic since it is possible that variability 1s also
systematic. Thar 1s, we may be able to explain, and even predicr,
when learners use one form and when another.

Indeed, we have already seenevidence ot systematic variability.
Learners' choice of past tense marker (t.e. 7ero, progressive form,
or correct past rense form) depends, i part, on whether the verb
refers to an cvent, an activiry, of a state. Thus, it appears that
learners vary in their use of the 1.2 according to finguistic context.
In one context they use one form while in other contexrs chey use
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“atternate forms. Tn the above éxample, the Timgmistic context for

the choice of past tense marker is creared by the verb itself. In
other examples, the crucial clement in the linguistic contextr
involves some other constituent of the utterance. For example,

learners may behave differcntly depending on whether or nor an

adverb of frequency (for example, ‘every day’ or ‘usually’) occurs
with an activiry verb like ‘play’. In sentences referring to past time
which do not have an adverb of frequency, they are likely to use a
progressive marker:

George plaving football. (= George playved football all the
tme. )

However, in sentences with such an adverb, they are more likely
to usc the base form of the verb:

In Peru, George usually play foothall every day. (= In Peru,
George usually played foothall every day.)

We can see, then, that ome finguistic form can trigger the use of
another form.

The effects of linguistic context arc also evident in learners’ use
of the verb “to be’. Learners sometimes use full ‘be’ (for example,
157}, somerimes contracted ‘be” (for example, *’s”), and sometimes
omit *he’ entirely. The use of these three forms is derermined to.a
considerable extent by the hinguistic context. In one study it was
found that the target-language variants {(for example, ‘Is” and *s°)
were used more consistently with pronoun subjecrs, while *he”
was more likely to be omirted with noun subjects (for example,
“Teacher not here’),

Learners abso vary the Tinguistic torms they use in accord-
ance with rhe situational context. In this respect, fearners are no
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different from native speakers. When native speakers of English
re calking to friends, for example, they tend to speak informally,
using colloquial expressions: S '
My kid's a real pain these days.
In contrast, when they are ratking to someone they do not know
very well they tend to use more fornml language:

My daughrer can be very troublesome these days.

Learners vary their use of language similarly. They are more fikely

- to use the correct target-language forms in formal contexts and

non-target formsin informal contexts.
Another important factor that accounts for the systematic

nature of variability is the psycholinguistic context—whether

learners have the opportunity to plan their production. To illus-

trate how this works we can turn again ro Jean. The transcripton

page 16 is of the oral narrarive thar Jean produced after he had |

been given the chance to write it out. The transcript below is of
another oral narrative which Jean produced, this rime with no
prior opportunity to plan. A comparison of how Jean marks verbs
requiring past tense in the two narratives is vevealing. First, it is
clear that overall jean uses a higher proportion of irregular verbs
like “saw’ and ‘went” in the unplanned narrative than in the
planned one. Sccond, Jean is much more likely to mark verbs cor-
rectly for past tense in the planned than in the unplanned narra-
tive. This is true for both regular and trregular verbs but especially
so for the latter. In fact, in the unplanned narrative he fails to
mark a single regular verb for past tensc. Itis clear that Jean™s use
of the past tensc is strongly influenced by the availability of plan-
ning time. He is more likely to use target-language forms when he
has time to plan.’
One evening a lictke boy was going at home afrer the classroom
after the class. He went out of the bus with three packers. One
of them the small one falled on the ground. He don't saw it but
the man who was passing by this way saw it and he would given
this packet to the little boy also he took the same way. It was
dark bur the moon was full. When the litdde boyv saw the man
whao follow him he was afraid. He run quickly followed by the
man. Just berore that fittle boy arrive in bis home the man join
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him and gave him his packet. Then the little boy was happy to
receive his packet.

[earncrs, then, manifest considerable variability in their produc-
tion of an L.2. A question of some interest is whether this variabil-
ity is simply a martér of performance or whether it reflects the
underlying system they are trying to construct. One view is that
learners do build variable systems by orying to map parvicular
forms on to particular funcrions.

—— - A eharacteristic-of any natural danguage-is that formg reatize

meanings in a systematic way. Learner language is no different.
However, the particular form-function mappings which learners
make do not always conform to those found in the targer lan-
guage. ], one of the learners discussed earlier (see page 8), pos-
sessed two forms for expressing negatives at one stage in his
development, as shown in these two urterances:

Mariana no coming today.
Don’tsitin that one chair.

The two forms are ‘1o + verb” and *don’t + verb’. Earlier | seemed
to use these two forms randomly, but at this stage he displayed a
measure of consistency. ‘No + verh” was used to make negative
statements while ‘don’t + verly was used in negative requests,
Learners, it seems, try to make their available linguistic resources
work to maximum effect by mapping onc meaning on to one
form. The resulting systems are often very different from the
target-language system., With ume, of course, they become more
target-like.

Variability in lcarner language, then, is clearly not just random.
Learners have access to two or more linguistic forms for realizing -
a single grammatical structure but they do not employ these arbi-
trarily. Rather their choice is determined by a variety of facrors

~such as linguistic context, the sttuational context, and the avail-
ability of planaing time. According to one view, this systematicity
reflects a variable system of form-function mappings. The ques-
rion arises as 1o whether all variability in learner language 1s sys-
temaric or whether some is indeed random. On this point there
have been differences of opinion, _

fr would seein that at feast some variability is *free’. Learners do
somerimes use two or more forms in free variation. For example,
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J produced these two negative utterances in cJose proximity to
ecach other, in the same contexe, while addressing the same person
and with similar amounts of planning time:

No look my card.

Diontlook my card.
Later on, 25 we have seen, J went on the use these two negative
forms systematically. - : '
I is possible thart free variation constitutes an essential stage in
the acquisition of grammatical seructures. Different kinds of vari-
ability may be evident at different stages of development.
Inigally, we might propose, learners begin by a
form {for example, the simple form of the verb “paint’) and use it
for a variety of functions (for example, ro refer to future, present,
and past time}. Later, they acquire other verb forms but initially
they use thesc interchangeably with the simple form. For exam-
ple, when learners first acquire the past tense form of a verb {for
example, ‘painted’} they arc tikely to use this in free variation with
the simple form of the verb. Fairly rapidly, they then start to use
the forms systematically, for example, using *painted” in planned
discourse and *paint” in unplanned discourse. Finally, they elim-
inate non-target forms and wse the targer-language form to per-
form the same function as native speakers, using ‘painted’
consistently ro refer to past time. '

Jris important to recognize thar this general sequence of acqui-
sition applies to specific grammatical features. Thus, it is possible
for individual jearners to be at differcnt stages in the sequence for

different grammarical features. For cxample, a learner may be art

the completion stage for past tense but at the frec variation stage
forthe articles g and the.

Notall learners reach the completion stage for every grammat-
ical structure. Many will continue to show non-target language
vatiability in at least some grammatical features. It is for this rea-
son that we can ralk of fessilization; many learners stop develop ng,
while still short of rarger-language competence. Also, learners
may succeed i reaching target-language norms in some eypes of

fangoage usd (for example, planned discourse) but not in others

Hor example, unplammed discourse).
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Summary

In this section, we have examined a number of properties of
fearner language and, in so doing, traced the way in which SLA
has evolved as a ficld of enquiry. Early on, researchers focused on
fearners® errors, developing procedures for dentifying, describ-
ing, explaining, and evaluating them. These studies revealed thar
fearners™ errors are systematic and thae they reflect the stage of
development that a learner has reached. An important hnding

-was-that-learrersseem topo-beyond-thoavaitablein pur, prodic:-

ing errors that show they actively construct rules, which although
non-target-like, guidé their performanceinthe1.2.

Subsequently, researchers focused on exploring the regularities
of L2 acquisition by searching for ‘orders’ and ‘sequences’ of
acquisition. They found evidence to suggest that learners regu-
larly master some grammatical features before others. However,
they soon recognized that treating 1.2 acquisition as if it in-
volved an accumulation of grammatical features misrepresented
what actually occurred. Increasingly, descriptive research in SLA
has focused on how learners acquire specific grammarical sub-
systems such as negatives, interrogatives, relative clauses, and
verb tenses like the past tensc. It has been able to show that gram-
matical features manifest clear developmental sequences, involy-
ing stages that reflecr unique ‘rudes™ not evident in the input 1o
which learners arc exposed. Learners scem to be actively involved
in shaping how they acquirc an 1.2,

Research on variability has sought to show that, although
allowance should perhaps be made for some free variation, vari-
ability in learner languagc is systematic. Thatis, learners use their
linguistic sources in predictable ways. The use of specific gram-

‘matical forms has been shown to vary according to the linguistic

context, the situational context (for example, who the learner is
addressing), and the psycholinguistic context (for example,
whether the learner has an opportunity to plan). Fu rthermore,
variability plays an integrative part in the overall pattern of devel-
opment, with learners moving through a series of stages that
reflect different kinds of variabiliey. '

In the next chapters we wall try to account for these propertics
of learner language, beginning with the concept of interlanguage.
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By
interlanguage

Earlier we noted that some researchers consider that the system-

“gric development of tearner-fanguage veflects amencal syster of

L2 knowledge. This system is often referred to as interlanguage.
The concept of interlanguage constirutes one of the first artemprs
to explain L2 acquisition by answering questions such as *What is
the nature of the linguistic representations of the L2 that learners
form?* and *How do these representations change over time?” To
understand what is meant by interlanguage we need o brietly
consider behaviourist learning theory and mentalist views of lan-

guage learning.

Behaviourist learning theory

The dominant psychological theory of the 19 sos and 19605 was
behaviourist learning theory. According to this theory, language
learning is like any other kind of learning in that it involves habit
formation. Habirs are formed when lcarners respond to stimuli in
the environment and subsequently have their responses reim-
forced so that they are remembered. Thus, a habit s a
- stimulus—response connection.

It was believed that all behaviour, including the kind of com-
plex behaviour found in la guage acquisition, could be explained
i terms of habits, Learning took place when learners had the
Opportunity to pracrise making the correct response o a given
stimutus, Learners imirated models of correct Language (e, stim-
" uli) and received posirive reinforcement if they were correct and
negative reinforcement if they were incorrect. For example, fearn-
ers might hear the sentence *Give me a peacil, use it themselves,
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and thereby be rewarded by achieving their communicative goal
(l.e. by being given a pencil when they wanted one). It should be
clear that behaviourist accounts of 1.2 acquisition emphasize only
what can be direcrly observed (ie. the ‘input’ to the learner and
the learner’s own ‘output’) and ignore what goes on in the *black
box” of the learner™s mind.

Behaviourism cannot adequately account for L2 acquisition.
This is readily apparent from the descriprive waork on learmer lan-

|4

not produce output that simply reproduces the mput. Further-
more, the systematic nature of their errors demonstrates that they
are actively involved in constructing their own ‘rules’, rules that

-sometimes bear: little: resemblance to the patterns of language

modelled in the input. In short, learning is not just a respomnse to
external stimuli.

A mentalist theory of language learning

The obvious inadequacics of behaviourist explanations of 1.2

acquisition led researchers to look rowards an alternative theoret-

ical framework. They did not have to look very far as the 1960s

witnessed .a major shift in thinking in psychology and linguistics.
From a preoccupation with the role of ‘nurture’ (i.e. how environ-
mental facrors shape learning), rescarchers switched their arten-
tion £o ‘nature’ (i.c. how the innate properties of the human mind
shape learning). This new paradigm was, therefore, mentalist (or
‘nativist’) in orientation.

In the 1960s and r970s 2 mentalist theory of first language (L 1)
acquisition emerged. According to this theory:

1 Only human beings are capable of learning language.
2 The human mind is equipped with a faculty for learning lan-
guage, referred to as a Language Acquisition Device. This is sepa-

rate from the facultics respomnsible for other kinds of cognitive

activity {for example. logical reasoning).
This faculty is the primary determinant of language acquisi-

"

tion.
4 Input is needed, bur only 1o “trigger the operation of the lan-
guage acquisition device.
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The concept of ¢ werlanguage drew directly on these mentalist
views of L1 acquisttion.

What is ‘interlanguage’?

The term ‘interlanguage” was coined by the American linguise,
Larry Selinker, in recognition of the facr that 1.2 learners con-
struct a Hnguistic system that draws, 1n part, on the learner’s L
but is also different from it and also from the targer language. A
learner’s interlanguage is, therefore, a unique linguistic system.

The concept of interlanguage involves the following premises
abourL2 aaqmsrrmn

1 The learner constracts a system of abstract imguzsm rules

which underlies comprehens:on and production of the L2.
This system of rules is viewed as a ‘mental grammar” and is

referred to as an ‘interlangudge’.

2 The learner’s grammar is permeable. Thar is, the grammar is
open to influence from the vutside (i.e. through the input). It is
also influenced from the inside. For example, the omission,
overgencralization, and transfer errors which we considered in
the previous chaprer constitute evidence of internal process-
ing.

3 The learner’s grammar is transitional. Learners change their
grammar from one time to another hy adding rules, deleting
rules, and restructuring the whole system. This results in an
interlanguage continuum. Thar 15, lcarncrs construct o series
of mental grammars or interlanguages as they gradually
increase the complexity of their L2 knowledge. For example,
initially learners may begin with a very simple grammar where
only one form of the verb is represented (for example, ‘paint’),
but over time they add other forms (for example, *painting”
and *painted’), gradually sorting out the functions that these
verhs can he used to perform. The ransitional nature of inzer-
language i also reflected in the sequences of acquisition con-

sidered i in Chapter 2.

4 Some rescarchers have claimed that the systems learners con-
struct conram variable rules. Thar is, they argue thar learners
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arc likely to have comperting rules at any one stage of develop-
ment. However, other researchers argue that interlanguage
systems are homogencous and that vasiability reflects the mis-
takes learners make when they ry to use their knowledge to
communicate. These rescarchers see variabiliey as an aspecr of
performance rather than competence. ‘The premise thar inter-
language systems arce themselves variable is, therefore, a dis-
puted onc.

5 learners employ various learning strategies ro develop their

34

interlanguages. The different kinds of errors learners prnduu:
reflect different learning straregies. For example, omission
errors suggest that learners are in some way simplifying the
learning task by ignoring grammartical features that they are
not yet ready to process. Overgeneralization and transfer
errors can also be seen as evidence of learning strategies.

6 The learner’s grammar is likely to fossilize. Sclinker suggested

that only about five per cent of learners go on 1o develop the
same mental grammar as native speakers. The majority STOP
some way short. The prevalence of backsliding (i.c. the produc-
tion of errors representing an early stage of development) is
typical of fossilized learners. Fossilization does not occur in l ]
acquisition and thus is unique to L2 grammars.

This concept of interlanguage offers a general account of how 1.2
acquisition takes place. It incorporates elements from mentalise
theories of linguistics (for example, the notion of a ‘language
acquisition device') and clements from cognitive psvchology {for
example, ‘learning strategies®). It is also somewhar indeterminate
in that it does not offer a very precise explanation of what rakes
place. In fact it is, perhaps; morc useful for the questions it raises
than the answers it provides. When does input work for acquisi-
tion and when does itnot? Why do lea rmers sometimes employ an
L1 transfer strategy and sometimes an overgenceralization strat-

euy? Whar makes learner language so vartable? Whar causes

IILMIIL‘!!\ to restructure their interlanguages? Why does this

restructuring result in clearly identifiable sequences of acquisi-
ton? Why do most learners fossilize? Clearly, the concept of
meerlanguage needs 1o be elaborated to address such questions.
The various theories thar we shall shortly consider seck to do this.,
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A compuizational model of L2 acquisition

The concepr of interlanguage can be viewed as a metaphor of how
.2 acquisition rakes place. brimplics thar the human mind fune-
tions like a computer. Figure 3.1 represents the basic computa-
ricnat metanhor tnar bas grown aur of ‘meerfanguage” and thar
informs much of SEAD The learer is exposed ro mpat, which

s processed in two stages. Firse, parts of it are attended o and

taken into shorstorm memory, These are referred 1o as intake,
Second, some of the inrake is stored in long-rerm memory as 1.2
knowledge. The processes responsible for creatmg intake and
L2 knowledge occur within the ‘black box® of the learner’s mind

Wiie rf.‘"l'ﬁ{f idam erj,s ...... Iﬁf Cﬁa‘”ﬂgu"é“g C” ]SCOﬂS{rL?(,tea; “F}n"é}]y‘ 1'2

knowledge is used by the learner 10 produce spoken and writren
output (i.e. what we have called learner language). '

A e b - T

input {—n- intake  ——m L2 knowledge —L» outpur
FYGURE 3.1 A comptational model of 1.2 acquisition

As we shall shortly sce, this basic model 0f 1.2 acquisition can be
elaborated in a number of ways. For example, a component
labelled *social conrexe® might be added ro explain how che natare
of the inpur varies from onc setting ro another. The L2 know-
ledge’ component can be broken UP TO TWO OF INOTE COMPORENTS
to reflect the different kinds of knowledge lcarners construct {for
exampie, explicit knowledge abour language and implicit know-
ledge of language). An arrow can be drawn from ‘output’ to
‘tnpur’ ro show thar what a learner says or writes can also serve as
samples of language from which intake can be derived.

We will now explore this computational model hy examining a
number of perspectives derived from different com ponents of the
model. In the process of doing so, we will also inrroduce a numher
of other mcraphors thar seek 1o provide an explanation of 1,2
acquisition.

INTERLANGUAGE
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Social aspectis of interlanguage

The prevailing perspective on interlanguage is psycholinguistic,

.as reflected in the metaphor of the computer. Thatis, researchers

have been primarily concerned with identifying the internal

mechanisms that are responsible for interlanguage development.

However, right from the beginning, SLA has also acknowledged
the importance of social factors. |

Three rather different-approaches to incorpnrating a social
angle on the study of 1.2 acquisition can be identified. The first
views interlanguage as consisting of different ‘stytes’ which learn-
ers call upon under different conditions of language use. The sec-
ond concerns how social factors derermine the input that learners
use 1o construct their interlanguage. The third considers how the
social identities thar learners negoriate in their interactions with
native speakers shape their opportunities to speak and, thereby,
tolearnan L2.

Interlanguage as a stylistic continuum

Drawing on work on variability in learner language, Elaine
Tarone has proposed that interlanguage involves a stylistic con-
tineum. She argues that learners develop a capability for using the
L2 and thar this underlies ‘all regular language behavior'. This
capability, which constitutes ‘an abstract bnguistic systenv, is
comprised of a number of different “styles” which Jearners access
in accordance with a varicty of factors. At one end of the con-

unuum is the careful style, cvident when Jearners are conscionsly

attending to their choice (thn;,mstu. forms, as when they feel the
need to be “correct’. At the other end of the continuum is the
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vernacular style, evident when learners are making sponraneous
choices of linguistic form, as is tikely in free conversarion.

An example will help to make Tarone's model clear. Japanese
learners find it difficulr to learn the sound 7/, as in ‘zoo® and
‘churches’. Now, imagine thar we collect samples of spoken
English froma number of Japancse learners over o period of time
and under different conditions of language use—tfree speech,
reading a dialogue, and reading lists of isolared words. Whar
would we find? One study found Japanese learners produced 7/
most accurately when reading isolated wo rdsand Jeastaccurasely
“infree speech. They produced it ata level between these two when
reading a dialogue. This study also showed that over time the
learners improved their ability to use /z/ accurately in their careful
style (i.e. when reading lists of words) to a much greater extent
than in their vernacular style (i.e. in free speech).

Tarone’s idea of interlanguage as a stylistic continuum 15
artractive in a number of ways. It explains why learner language is
variable. It suggests tharan interlanguage grammar, although dif-
ferent from a native speaker’s grammar, is constructed according
to the same principles, for inative speakers have been shown o
possess a similar-range of styles. It relates language use to Jan-
guage learning. However, as Tarone herself has acknowledged,
the model also has a number ot problems. First, later rescarch has
shown that learners are not always most accurate in their careful
style and least accurate in their vernacular style. Sometimes [L2
speakers show greatest accuracy in the vernacular style, for ex-
ample, when a specific grammarical fearure is of special import-
ance for conveying a particular Meaning in conversation.

A second problem is that the role of social factors remains
unclear. Native speakers style-shift in accordance with whom
they are addressing, using a careful style with non-familiar
addressces, especially if they are socially subordinate to them, and
‘a vernacular style with familiar addressecs who are their social
equals. Tn other words, style-shifting among narive speakers
reflects the social group they belong ro. This is not necessarily the
case for L2 learners, however, It is doubtful, for exa mple,
whether the concepr of *social group’is applicable to classroom
learners of forcign languages. Yer such Tearners ‘style-shife’, asthe
study of the Japanese learners referred to above demonstrares,
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This suggests that the variability evident in their language use is
psycholinguistically rather than socially motivated {i.e. it reflects
opportunities to plan ourpat). In short, Tarone’s theory seems
to relate more to psycholinguistic rather than social factors in
variation,

Another theory that afso draws on the idea of sevlistic variation
but which is more obviausly social is Howard Giles's accommoda-
tion theory. This sceks to explain how 2 learner's social group
influences the course of L2 acquisition. For Giles the key idea is
that of “social accommodarion™. He suggests that when pcople
interact with cach other they either try to make their speech simi-
far to thar of their addressee in order to emphasize social cohe-

...siveness.(a process of canvergence).or.to.make it differenr in-order

to emphasize their social distinctiveness (a process of divergence),
Ithas been suggested that L2 acquisition involves “lon g-term con-
vergence'. That is, when the social conditions are such that learn-
ers are motivated 1o converge on na tive-speaker norms (i.e. speak
like native speakers) high levels of proficiency ensue, but when the
conditions encourage learners to maintain their own social in.
group less learning takes place. According o Giles’s theory, then,
social facrors influence interlanguage developnient via the impact
they have on the arritudes that determine the kinds of fanguagc
use fearners engage in,

Accommodation theory suggests thar social facrors, mediated
through the interactions that Jearners rake part in, mfluence both
how quickly they learn and the actual route thar they follow. This
larter claim is controversial, however, as it suggesrs thar

sequences of acquisition are nort as fixed as m any researchers have

claimed.

T wila

The acculturation mode} of 1.2 acquisition

A similar perspective on the role of social factors in 1.2 acquisition
can be found in John Schumann’s accutturation model. This model,
which has been highty influential, is built areund the metaphor of
‘distance”. '

The theoryoriginated in a case study. Schumann investigared a
thirty-threc-vear-oid Costa Rican na med Alberro, who was
acquiring English in the United States. Schumann found very hirede
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evidence of any linguistic development in Alberto over a ten-
month period. Alberto used a ‘reduced and simplified form of
English*throughout. For example, he did not progress beyond the
first stage in the development of negatives (L.e. the use of #10 +
verh' construcrions), he contineed ro use declarative word order
rather than inversion in questions {for example, *Where you get
thar?"), he acquired virtually no auxiliary verbs, and be failed to
mark regular verhs for past tense or nouns for possession. The
grammarical features thar he did scem ro have acquired (for
example, plural - and u)pu[a is} could he accounted for by posi-

Tive transfer from his native Tanguage, Spaatsh. In short, Alberro
appeared to have fossilized, or as Schomann purit ‘pidginized’, at
a very early stage of development. |
Why was this? Schumann entertained a numiber of posszbie rea-
sons—for example, intelligence and age—and dismissed all of
them. This led him to consider whether the reasons that have been
advanced for the formation of 2 pidgin (i.e. a very simple contact
language used among speakers who have no common language)

~might also apply to L2 acquisition. Schumann. proposed that

pidginization in 1.2 acquisition results when learners fail to accul-
turate to the target-language group, that is, when they are unable

or upwilling to adapt to a new culture.

The main reason for learners failing ro acculturate is social
distance. This concerns the extent to which individual learners
become members of a warget-language group and therefore
achieve contacr with them. A learner’s social distance is deter-
mined by a number of factors. Thus, a ‘good’ learning sitvation is
one where there is lirtle social distance because the targer
language group and the L2 group view each other as socially

~equal, both groups wish the L2 group to assimilate the targer-

language group and the L2 group share the same social facilities,
the L2 group lacks cohesion {i.e. has many contacts with the
target-language group), the L2 group is small, both groups dis-
play positive attitudes towards each other, and the 1.2 group is
reiatively permanent. Schumann also recognizes thar social dis-
rance is sometimes mdeterminate. In such cases, he suggests psy-
chalogical distance becomes important and wdentifies a further ser
of psychological factors, such as language shock and motivarion,
to account for this.
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As presented by Schemann, social factors determine the
amount of contact with the 1.2 individual learners expericnce and
thereby how successful they arc in learning. There are two prob-
tems with such a model, Firse, te fails o acknowledge that faceors
fike ‘inregrarion pattern’ and “atticude” are not fixed and static
hat, potentially, variable and dynamic, flucruating in accordance
with the learner’s changing social experiences. Sccond, it fails to
acknowledge thaclearners are not just suhjeer fo social conditions
but can also become the subjrer of them; they can help to con-
struct the social context of their own learning. Ie is this notion

that we will now explore.

“""Secialidentity and investimenit inL2Tearning

The notions of ‘subject 10" and ‘subject of’ are central to Bonny
Peirce’s view of the relationship berween social context and 12
acquisition. She illustrares this neatly with an extract from the
diary of Eva, an adultimmigrant learner of English in Canada:

The girl which is working wirh me poiated atthe man and said:

‘Do you see him?2'—1 said

“Yes. Why?

‘Don’t you know him?"

‘No. Tdon’tknow him.”

‘How come you don’t know him? Don't you watch TV? That's

Bart Stmpson.” '

It made me feel so bad and I didn’t answer her nothing.

(from B.N. Peirce. 1995. ‘Social identity, investment, and lan-

guage learning.” TESOL Quarterly 29:9-31)

Eva felr humiliated in this conversation because she found herself
positioned as a ‘strange woman', someone who did not know
who Bart Simpson was. She was subject to a discourse which
assumed an identity she did not have. As Peiree poines our, Eva
could have made herself the subject of the discourse had she
attempted to reshape the grounds on which the interaction took

place, for example, by asserting thar she did notwarch the kind of
TV programmes of which Bart Simpson wasthe star. However, in
this instance Eva did not feel able to asserr such an wdentiny for

herself.
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The notion of social identity is central to the theory Peirce
advances. She argues that language learners have complex social
identities thar can only be understood in terms of the power rela-
tions that shape social structures. A learner’s social identity is,
according to Peirce, ‘multiple and contradicrory™. Learning is suc-
cessful when learners are able to-summon up or construct an iden-
ity that enables them to impose their right to be heard and thus
hecome the subject of the discourse. This requires investment,
something learners will only make if they believe their efforts will

—inerease the vatue of their ‘cubmrat capital” (e give e aceess ™
to the knowledge and modes of thought that will enable them to
function successfully in a variery of social contexrs).

Peirce's soctal theory of L2 acquisition affords a different set of
metaphors. L2 acquisition involves a “struggle’ and ‘investment’.
Learners are not computers who process input data but combat-
ants who battle to assert themselves and investors who expect a
good return on their efforts. Successful learners are those who
reflect critically on how they engage with native speakers and

who are prepared to challenge the accepted social order by con-
structing and asserting social identities of their own choice.

Socio-cultural models of 1.2 acquisition, such as those of Giles,
Schumann, and Peirce, are intended to account for learners’ tela-
tive success or failure in learning an [.2. That is, they seek to
explain the speed of learning and the ultimate level of profciency
of different groups of learners. The models assume settings where -
the target language is used for everyday communication. In such
situations social conditions determine the extent of learners’ con-
tact with the 12 and their commitment to learning it. However,
socio-cultural models may be less relevant to foreign language
settings where most learners’ principal contact withthe L2 isin a
classroom.

42 SURVEY



g

o
Discourse aspects of interlanguage

Social factors do not impact directly on whart goes on inside the o

m‘black_ box’. Rather they have an indirect eftect, influencing the
communication learners engage in and through this the rate and
- possibly the route of interfanguage d evelapment. We need to con-
sider, then, what the narure of this communication is and how it
affects L2 acquisition. To this end we will now focus our atren-
tion on the discourse in which learners participate. .
The study of learner discourse in SLA has been informed hy
two rather different goals. On the one hand there have been
attempts to discover how L2 learners acquire the ‘rules® of dis-
course that inform native-speaker language use. This work iy
analogous to the wark on the acquisition of grammar ({see
Chapter 2) and is ¢ssentially descriptive in nature. On the other
hand, a number of researchers have sought to show how interac-
non shapes interlanguage development fi.e. how discourse influ-
ences the kinds of errors learners make and the developmental
orders and sequences they pass through). This work is explana-
vory and will be our major concern here. First, however, we will
briefly consider some of the descriprive work on learner dis-
course. '

Acquiring discourse rules

There are rules or, at least, regularities in the ways in which native
speakers hold conversations. In the Unired Staces, for example,
a compliment usually calls for g response amd fatlure to provide
one can be considered a sociolinguistic error. Furthermore,
i American English compliment responses are usually quire

DISCOURSE ASPELCTS OF INTERLANGUAGE




44

claborare, involving some attempt on the part of the speaker to
play down the compliment by making some unfavourable com-
ment, For example:

A: ke yoursweatcr.

B: If's so old. My sister bought it for me i Iraly some time ago.

Howcever, 1.2 fearners behave differentdy. Sometimes they fail ro

respand to a compliment at all, At other times they produce [mrc

responses (for example, “Thank you').

Ahere s a growing body. of rescarch investigating learner *(:{I‘v-"*"""

course. This shows that, to some extent at least, the acquisition of
discourse rules, like the acquisition of grammatical rules, is sys-
tematic, rcﬂenrmg both distincttypes of errors and developmental
sequences. We saw evidence of this in the clear developmental
pattern evident in how. J.and R {earned to make requests (see
Chapter 1). However, more work is necded to demonstrate which
aspects are universal and which arc language specific as it is
already clear that many aspects of learner discourse are influ-
enced by the rules of discourse in the learner’s 11, We will later
examine how learners transfer discourse features from their L1 to
the L2,

The role of input and interaction in
L2 acquisition

The bulk of the research on leamer discourse has been concerned
with whether and how input and interaction affect 12 acquisi-
tion. A number of rather different theoretical posinens can be

" identified. Aswe have already seen, a behaviourist view treats lan-

guage learning as environmentally determined, controlled from
the ourside by the stimuli learners are exposed 1o and the re-
inforcement they receive. In contrast, mentalist theories empha-

size the tmportance of the learner™s *black box’. They maintain

that learners™ brains are especially equipped to learn language and
all thar is needed is minimal exposure to input in‘order to trigger
acquisition. Interactionist theories of L2.acqutsition acknowledge
the importance of both input and internal language processing.
Learning takes place as a result of a complex interaction beeween
the linguistic environment and the learner’s internal mechanisims.,
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As we have already seen, the behaviourist view has been fargely
discredited. We will examine the menalise position more fuily
later. For now, we will focus on the interactionist perspecrive,

One guestion that can be asked is whether the discourse in
which learners participare is in any way different from che dis-
course native speakers engage I learner discourse can e
shown to have special propertics it is possible that these con-
triburte to avquisition in some way.,

It does indeed have special propertics, Just as carerakers modify
the way they speak to children learning their L1, so do native
speakers modify their speech when communicating with feacners.
These modifications arc cvident in both input and interaction.
 Inpur modifications have been investigared through the scudy of
foreigner talk, the language that native speakers use when address-
g non-native speakers. Two types of foreigner talk can be iden-
tifted—ungrammatical and grammatical. Examples of these are
provided in Table 5.1.

Ungrammatical foreigner ralk is socially marked. It often
implies a lack of respect on the part of the native speaker and can
be resented by fearners. Ungrammarical forcigner talk is charac-
terized by the deletion of cerrain grammatical features such as
copula be, modal verbs (for example, canr and srst) and articles,
the use of the base form of the verl in place of the past rense form,
and the use of special constructions such as *no + verd”. It should
be immediately apparent that these features are the same as those
commonly found in learners’ interlanguages. This raises the
intriguing possibility that, contra ry to the view presented earlier,
cinterlanguage forms are, in fact, learned from the mpuc.
However, this'is unlikely, as learners who expericace grammati-
cal foreigner talk still manifest the same interlanguage errors as
those that experience ungrammatical foreigner talk, There is no
convincing evidence that learners” errors derive from the fan-
guage they are exposed to.

Grammatical foreigner talk is the norm. Various typues of modi-
fication of baseline wlk (ie. the kind of talk native speakers
“address ro other native speakers) can be identified. First, grammar-
ical forcigner ealk is delivered at a slower pace, Second, the input s
simplified. Examples of simplifications in the grammatical for-
eigner talk shown in Table 5.1 are the use of shorrer sentences,
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avoidance of subordinate clauses, and the omission of complex
grammatical forms like question tags. Third, grammatical for-
cigner tatk is sometimes regularized. This involves the use of forms
that are in some sense *regular” or *hasic™. An example in Table 5.1
ts the use of a full rather than a contracted form {*will not forger”
imstead of ‘won’t forget’). Fourth, forcigner tatk sometimes con-
sists of claborated language usc. This involves the lengthening of
phrases and sentences in order to make the meaning clearer. An

example of elaboration in Table 5.1 is the use of *when.you are,
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coming home” as a paraphrase of *on your way home'.

Typeofralk _ Example

Baseline ralk You won’t forget to buy the ice-
cream on your way home, will
you? '

Ungrammarical foreigner talk  No forger buying ice-cream, ¢h?

- Grammatical foreigner talk  Theice-cream—You will not for-

get to buy it on your way home—
Ger it when you are coming
home. All right?

TABLE 5.1 Examples of baseline and foreigner talk

Input modifications of these kinds originate in the person
addressing a tearner. We secemto know intuitively how to modify
the way we talk to learners to make it easier for them to under-
stand. Howecver, there are times when learners stiil fail to under-
stand. When this happens they have a choice. They can pretend
they have understood. Research shows that learners sometimes
do this. Alternatively, learners can signal that they have not
understood. This results in interactional modifications as the par-
ticipants 1n the discourse engage in the negotiation of meaning.

- The extract below is an example of an exchange between two

learners, [zumi uses a confirmation check Cin bim knee™) to make

sure she has understood Hiroko when he said in his knee™. In so

doing she introduces an error of her own which leads Hiroko o

- correct itat the same time as he corrects his own original error *on

his kiee™. As a vesulr of this negottanion both fearners end up cor-
recting their own errors, There is plenty of evidenee to suggest
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chat modified interaction of this kind is common in learner dis-
COUTSE.
Frhroko: A man is ub. drinking c-coffee or tea with ub the
saacer of the wh uh coffee setis uly in his uh knee.

bzamin i him knee.
Hiieono: ohonhis knee.
Izumi: yeah

Hiroko: onliisknee
Tzumi:  sosorry. on bis knee.

(from$. Gass and E. Varonis. 1994. Input, interaction and sce-

ond language production.” Studies in Second Language

Acquisition 16:283~302)

How do such input and interactional modifications contribute

to L2 acquisition? There is still only limited empirical evidence
that these modifications do assist interlanguage. development.

Arguments have been proposed; however, that suggest they
do.

According ro Stephen Krashen's input hypothesis, 1.2 acquisition
takes place when a learner understands inpurt that coneains gram-
matical forms rhar arc ar 't + 1+ {i.c. are a lictle more advanced
than the current state of the learner’s inrerlanguage). Krashen
suggests rhar the righr level of inpur is atrained astomatically
when interlocurors succeed in making themselves understood in

commumnication. Success is achieved by using the sitvarional con- -

textto make messages clear and through the kinds of input modi-
fications found in foreigner talk. According to Krashen, then, 1.2
acquisition depends on comprehensible input.

Michae] Long’s interaction hypothesis also emphasizes the im-
portance of comprehensible input but claims that it is most effec-
uve when it is modified through the negotiation of meaning, It is
not difficulr to see why. As the interaction berween Hiroko and
lzumi illustrares, learners often receive negative evidence. That is,
their interlocutors indicate when they have not understood and,
in the course of so doing, may model the correer target-hinguage
forms. Thus, learners receive input refevant to aspeers of gram-
mar that they have nor ver fully imastered. There is another wa ¥ in
which interaction miay assist learners. When learners have the
chance to ¢l rify somerhing thar has been said they are giving
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themselves more time to process the input, which may help them

not just to comprehend but also to acquire new L2 forms.

However, sometimes inreraction can overfoad learners with
input, as when a speaker provides iengthy paraphrases or long
definitions of unknown words. In such cases, acquisition may be
impeded rather than facilitated. The relationship between modi-
fied interaction and 1.2 acquisition is clearly a complex one,
Another perspective on the relationship besween discourse and

L2 acguisition.is provided hy Evelyn Harch. Hawch emphasizes

the collaborative endeavours of the learners and their interlocu-
tors in constructing discourse and suggests that syntactic struc-
tures can grow out of the process of building discourse. One way
in which this can occur is through scaffolding. Learners use the

discourse to help them produce utterances that they would not be .

able to produce on their owa, as in this example from Wagner

Gough:

‘Mark: Come here.
HMomer: No come here.

Haomer, the L2 learner, produces a negative utterance with the
common ‘rro + verb’ pattern by repeating his interlocuror’s utter-
ance and attaching the negator #o at the front. Scaffolding of this
type s common m the carly stages of L2 acquisition and may

account for some of the carly transitional structures thar bave

been observed in interlanguage.

Other SLA theorists have drawn on the theories of L.S.,

Vygotsky, a Russian psychologist, to explain Bow interaction
serves as the bedrock of acquisition. The two key constructs in
what is known as ‘activity theory”, based on Vygotsky s1deas, are
‘motive” and ‘internalization’. The first concerns the active way in
which individuals definte the goals of an activity for themselves by
deciding what 1o atrend to and what not o artend to. The second
concerns how a rovice comes to solve a problem with the assis-
tance of an ‘expert, who provides ‘scatfolding’, and then internal-
ives the solution. In this respect, the notion of the zone of proximal
development is important. Vygotsky argues that children learn
through interpersonal activiry, such as play with adulets, wherchy
they form concepts thar wonld be bevond them if they were acting

alone. In other words, zoues of pr oximal development are created
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through Interaction with more knowleduealbile cthers. Suhse-
quenty, the child learns how 1o control a conuepr withour the
assistance of others. Seen chis way, devcdopment manifests icself
first m social mteraction and only farer inside the Jearner,
According to actvity theory, socially constructed 1.2 knowledge is
a necessary condimon forinterfanguage development.

The negotiation of meanimg ifhustrared i the exchange
between Hiroko and Tzumi and the discourse scaffolding which
Hatch and others have observed can both be inrerpreted as evi-
dence of the applicabilicy of Vygorsky's ideas abour cognirive
development in children to L2 acquisition.

‘The role of output in L2 acquisition

So far we have concentrated on the roles of inpur and interaction
in L2 acquisition, bt we also need to consider whether ourpur
plays any part in interlanguage development. After all, discourse
supplies learners with the opportunity to produce language as
well as hear ir. Here we find conflicting opinions. Krashen argues
rhat ‘speaking is the resule of acquisition not irs cause”. He claims
that the only way learners can learn from cheir ourpur is by rreat-
ing it as auto-input. In cffecr, Krashen is refuting the cherished
belief of many reachers that languages are learned by practising
them. In contrast, Merrill Swain has argued that comprehensible

output also plays a parrin 1.2 acquisition. She suggests @ number

of specific ways in which learners can learn from their own out-
put. Qutpur can serve a consciousness-ratsing function by help-
ing learners to nortice gaps in their interlanguages. That is, by
tcying to speak or write in the L2 they realize that they lack the
grammatical knowledge of some feature rhar is important for
what they want 10 say. Second, output helps learners to test
hypotheses. They can try out a rule and see whether it leads o
successful communication or whether it elicits negacive feed-
back. Third, tearners somerimes ralk about cheir own ouepur,
identifying problems with it.and discossing wavs in which chey
- can be put right.

DISCOURSE ASPECTS OF INTERLANGUAGE
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Sumimary

[n this chapter we have considered s number of ways in which dis-

course might contribure to £2 acquisition—through the modified

input that comes in forcigner ratk, through the input learners
obtain from the negotiation of meaning, through scaffolding, and
through comprchensible ourpur. In the various positions we have
examined we find a rich array of metaphors on offer. In particu-
;1r thcrc are met ;1phc)r~; thnt s‘ug_,;.,(.“;t rhat l.?. ;wquiqition is a dis—
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and u)iiaburatmn ). The underlymg_, mcmphor Eh"ltlnf()rms work
on discourse in SLA, however, rémains that of the computer {for
example, in the choice of basic rerms like * mput and ‘ourput’).

- We shall now look inside the computer and examine some of the

mental mechanisms of L2 acquisition.
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F
Psycholinguistic aspects of
interlanguage

Psycholinguistics is the study of the mental structures and

study of psycholinguistic aspects of L2 acquisition has been
promiuent in SLA and has given rise to many acquisition models.
Here we will focus on a small number of major issues—L1 trans-
fer, che role of consciousness, processing operations, and commu-
nication strategies.

L1 transfer

L1 transfer refers to the influcnce that che learner™s L1 exerts over
the acquisition of an 1.2. This influcnce is apparent in a number of
ways. First, as we noted in the section on error analysis in Chapter
z, the Jearner’s L1 is one of the sources of error in learner lan-
guage. This influcnce is referred to as negative transfer. However,
in some cases, the learner’s L1 can facilitate L2 acquisition. For
- example, French learners of English are much less likely ro make
erross of this kind:

The man whom Ispoke to him is a miflionaire.

than are Arabic learners because French does not permit resump-
tive pronouns (like *him') in relative clavses whereas Arabic does.
This type of effect is known as positive transfer.

L1 wransfer can also result in avoidance. For example, Chinese
and Japanese learners of English have been found 1o avoid the use
“of relative elauses hecause their languages do not conain equiva-
lent structures. These learners make fewer errors in relative
clauses than Arahic learners of English but only because they
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rarcly use them. Finally, L1 transfer may be reflected in the
averuse of somce forms. For example, some Chinese learners tend
ro overuse expressions of regres when apologizing in English, in
.1c<:nrddnc.c with the norms (>frhc1r mother tongue.

Theoretical accounts of L1 transfer have undergone consider-
able revision since the carly days of SEAL In the heyday of beha-
viourism it was believed that crrors were largely the resule of
interference {another term for negative ransfer). Thar is, the
habits of the L1 were suppaosed to prevene the learer from learn-

“ing the habies of the 1.2, In the belief that interference, and thereby
learning difficulty, could be predicted by identifying those areas
of the rarget language that were different from the learners’ 1.1,
comparisons of the two languages were carried ourt using éon-
trastive analysis. The resulting list of differences was used to make
decisions about the content of teaching materials.

As we have already scen, behaviourist theories cannot ade-
quately account for L2 acquisition and chey fell out of favour in
the carly 19705, This led to two developments. Some theorists,
espousing strong mentalist accounts of 1.2 acquisition, sought to
play down the role of the LY. They argued that very few errors
were the result of LT rransfer. An analysis of the errors produced
by Spanish learners of 1.2 English, for example, led one pair of
rescarchers to claim that less than s per cent of the errors were the
resule of transfer. This mintmalist view of LT transfer, however,
has not-withstood the test of time. |

The second development was to rcconceprualize transfer
within a cognitive framework. This was begun by Larry Selinker.
In his formulation of interlanguage theory he identified languagc
transfer as one of the mental processes responsible for fossiliza-
tion. Subsequently, there has been widespread acknowledgement
that learners draw on their L1 in forming interlaiguage hypothe-
ses. Learners do not construct rules in a vacuum; rather they work
with whartever informarion is at their disposal. This includes

" knowledge of their L1, The L1 can be viewed as a kind of “npur
from the inside’. According to this view, then, transfer is not

‘mrerference” bur a cognitive progess. : :

Cne of the main objections to a behaviourist account of 1.1

rransfer is that transfer errors do not always oceur when they are
predicred to occur. Thar is, differences between the rarget and
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native fahguagz::; do not always resulr in learning difficulry,
Whereas a behaviourist cheory cannor casily account for this, a
cognitive theory, which recognizes thar transfer will oceur under
some condidons bur not under others, can do so. SLA has suc-
ceeded in identifying some of the cognitive constraints that gov-
ern the transfer of 1.} knowledge, We will consider two of these
constraints; learners” pereepr ons of whar ts transferable and their
stage of development. | -
According ro Eric Kellerman, learners have pereeprions regard-
ing the linguistic features of their own fanguage. They treat some
features as potentially transferable and others as potentially non-

transferable. Broadly epeakmg,then, le rners have a sense of e
~wha features in their LT are’in some way basic. They are more

prepared to risk transferring such fearures chan they are those
they perceive to be unigue to their own language. Kellerman

found thar advanced Dutch learners of English had clear percep-

tons about which meanings of *breker’ (*break’) were basic in

- their LT and which were unique. He also foand that they were

prepared to translate a sentence like:
Hij brak zijn been. (He broke his leg.}
directly into English, using ‘broke’ for “brak® but WeTe 0T pros
pared to give a direct translation of a sentence ke
Het undergrandse verset werd gebroken. (The underground
resistance was hroken.

even though this was, in fact, possible. In other words, the learn-
ers transferred a basic meaning of “brekes” bur resisted transfer-
ring a meaning they perceived as unique. o

- The learner’s stage of development has also been found to influ-
ence L1 transfer. This is clearly evident in the wav learners
acquire spéech acts like requests, apologies, and refusals.
Learners do not initially tey to transfer their 1.1 speech-act strate-
gies bur, instead, rely on a fow si mple formulas. Thus, Jand R {sce
Chaprer 1) relied privarily on direct requests involving impera-

tive verbs and the formula*Can i havea 27 Larer, however, as

learners' 1.2 proficiency develops, they mia v try to find ways of-

performing speech acts thar accord wich 1§ norms, For example,

1 refosing invitarions proficient Japanese speakers of Eaghsh
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_{for example, ‘I no go’). Larer, however, transfer of the L | pattern

sometimes try to copy the high level of formality required in
Japancse.

Other rescarchers have found that the transfer of some L1
grammatical features is tied to the learners” stage of development.
For example, German and Norwegian learners of English, whose
L1s manifest post-verbal negation i.e. the negator is placed after
the main verb rather than before as in “Er gebt nicht (fieerally *He
goes not'), do not initially transfer this feature into English.
Instead they manitest pre-verbal negation like alfl other learners

takes place {for example, *I go not’). This occurs when they learn
that English does permirt post-verbal negation with copula be (for

. example, ‘She is not here’)..

It is clear, then, that transfer is governed by learners’ percep-
tions about what is transferable and by their stage of develop-
ment. It follows that interlanguage development cannort
constitute a restructuring continuem. That is, the starting poinr is
not the learners’ L1, and learners do not proceed by replacing L1
rufes wirh [.2 rules. Rather they construct their own interim rules.
However, they may well try to make use of their L1 knowledge
along the way, but only when they believe it will help them in the
learning task or when they have become sutficiently pr()ﬁucnt in
the 1.2 for transfer to be possible. .

‘Transfer® is yer another metaphor for explaiming L2 acquisi-
tion. In some ways it is an inappropriate one. When we rransfer
money we move it out of one account and into another, so onc
account gains and the other loses. However, when Janguage
transfer takes place there is usually no loss of .1 knowledge. This -
obviousfact has led tothe suggestion that a better term for referri-
ng to the effects of the L1 might be ‘cross-linguistic mfluence’.

The role of consciousness in L2 acquisition

When children acquire their Lt they seem to do so withour con-

scious effort. In conrrast, 1.2 learners, especially adules, seem 1o

have to work hard and to study the language consciously in order
to succeed. This comparison is notensirdly accurate, however, for
1.2 learncrs, even adult ones, are also capable ofipicking up” lan-
guage in much rhe same way as children do in L1 acquisttion. At
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stake herc is one of the most controversial issucs in SLA~—the rofe
of consciousncss, _

Twao opposing positions can be identified, Stephen Krashen has
argued the need ro distinguish “acquired’ 1.2 knowledge (i.e.
implicit knowledge of the fanguage) and ‘lcarned” 1.2 knowledge
(i.e. explicit knowledge abont language). He claims that the former
is developed subconsciousty through comprehending input whife
communicating, whilethe larver is developed consciously through
deliberate srudy of the 1.2, However, as we will shortly see, this
claim is controversial. 5o, too, is Krashen's claim that the two
knowledge systems are entirely independenr of one another and

that ‘learned” knowledge can never be converted into *acquired”

tion, according to which learners can achieve grammarical accu-
racy by automatizing ‘learned’ knowledge through pracrice.

Richard Schmidr has pointed our thar che rerm ‘consciousness’
is often used very loasely in SLA and argues that there is a need
to standardize the conceprs that underlie its use. For exa mple,
he distinguishes berween consciousness as ‘irentionality’ and
consciousness as ‘atvention”. *Intentonality” refers 1o whether a
learner makes a conscious and deliberare decision to learn some
L2 knowledge. It contrasts with *incidental learning”, which takes
place when learners pick up L2 knowledge through exposure.
Schmidr argues that no martter whether fearning is intentional or
incidental, it involves conscious attentivn to features in the Inpur.

This distinction is imporstant and helpful. It helps us to sec that
when Krashen talks about ‘acquisition’ being “incidental® and
‘subconscious’ he has failed 1o recognize that “incidental’ acquisi-
tion might in fact still involve some degree of conscious *atten-
ton’ to input. In other words, learning incidentally is not the
same as learning without conscious atrenrion.

There are, in fact, very different positions regarding the need for
conscious attention in L2 acquisition. Schmide argues thar learn-
ing cannot take place withour whar he calls noticing—the process
of attending consciously to linguistic features in the mput. He pro-
vides evidence of the imporrance of notcing in a study of his own
acquisition of Portuguese when he was in Brazil, Schimidr kepr a
diary, recarding the varioas L2 features he nonced in the inpu he
experienced. Subscquent analyses of his ourpur showed thar in
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nearly every case the forms that he produced were those that he
had previously noticed people using when they spoke to him. Ar
best, however, this constitures limited evidence of the need for con-
scious artention. Other rescarchers, not least Krashen, have
resisted the claim thar inpur processing involves noticing. .
Schmide also points to a chird sense in which we can talk a bout
consciousness in tanguage learning. He uses the term ‘awareness”
to refer to whether learners are conscions ofacquiring new 1.2 ¢le-
ments {i.c. of when ‘intake” is converred inro 1.2 knowledge—see
Figure 3.1). The possibility of learning taking place implicitly in .

this way is even more hotly dispured. According to some psycho-
logists, learners can achieve long-term storage of complex mater-
ial through implicit learning. That is, they can learn withour
awareness and without consciously testing hypotheses. H owever,
other psychologists have disputed this, arguing that the learning
which has taken place only appears 1o be implicit bur, in fact,
learners arc aware of what they are learning. |
Irrespective of whether learners learn implicitly or explicidly, it
is widely accepred that they can acquire different kinds of know-
ledge. It is perhaps self-evident thar all language uscrs, including
L2 learners, know rules thar guide their performance without an %
awareness of what the rules consist of. Of course, they can alwa s
reflect on this implicit knowledge, thus making it explicit. It is also
clear thar L2 fearners may have knowledge abour the 12 {i.c.
" explicit knowledge) bur be unable to use this knowledge in perfor-
‘mance without conscipus attention. Given the validity of the dis-
tinction between implicit and explicit knowledge, two questions
can he posed; what is the extent of learners’ explicit L2 knowl-
edge and what part docs it play in the acquisition of implicit
knowledge? :
Little is actually known about the nature of learners” explicit
.2 knowledge. Krashen's view is that most learners arc only cap-
able of flearning fairly simple rules. An example of a simple rule in
Englishis plural-s, while an example of 2 complex rule is that per-
taining to the use of ardcles,a and #he. An alternative view, which
has been supported by research, is that some learners may be
capable of learning substantialamounts of explicit knowledge. tn-
such cases, however, their explicit knowledge is not atways very
JCCHTAare.
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Explicit knowledge may aid learners in developing implicic
knowledge in a number of ways. First, contrary to the claims of
Krashen, a direct interface may oceur. However, as we shall sce
later.in Chaprer 9, this seems o he developmentally regulated; in
other words, explicit knowledge may only convert nto implicit
knawledge when fearners are at che right scage of development.
Second, exphcit knowledge may facilitare the process by which
{earners attend to features in the inpur. Forexample, a learner who
knows about the subjunctive in French is better equipped to notice
it. Third, explicit knowledge may help learners to move from
intake to acquisition by helping them to notice the gap berween
what they have observed in the input and the current state of their

that noticing the gap was characteristic of his acquisition of
Portuguese. Thus, even if explicit knowledge does not contribute
directly to the development of implicit knowledge it may do so
indirectly by helping learners to process inpur and intake.

Processing operations

Another way of identifying the processes respansible for inrerfan-
guage development is to deduce the aperations that learners per-
form from a close inspection of their outpur. This approach,
which belongs to the mainstream of SLA in that it focuses close
atzention on learner language, has afforded a number of propos-
als. We shall examine two of theny here; operating principles and
processing constraints.

Operating principles ,

The study of the L1 acquisition of many different languages has
led to the identification of a number of general srrategies which
children use o extracr and scgment linguistic information from
the language they hear. Dan Slobin has referred ro these strategics
s operating principles. Fxamples are ‘avoid interruption and
rearrangement of finguisric units® and *avoid exceptions™. Itis not
difficulr to see how such principles apply ro 1.2 acquisition. For
example. dearners of 1.2 English produce errors like:

My brother made me 1o give him some money.,
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The verb ‘make’ rakes the base form of the verb {t.e. in this ex-
ample ‘give’) as its complement rather than an infinitive {i.c. ‘to
give’) which mostother verbs in English rake. It constitutes, there-
fore, an exception 1o a general rule. Thus, when Jearners use an
infinitive with *make’, they are avoiding this problem. -

Roger Andersen describes a number of aperarmng principles for
[.2 acquisition. These are hased on the detailed analysis of the lan-
guage produced by learners of 1.2 English and L2 Spanish.
Andersen claims that his principles are *macro principles’, each

,..,....‘.?.I.?.C.-‘...,.,!.'._L‘.]it.iﬂg JA0a gron p.,.uﬁwpr.i;r;g,i.p.lg_s. in-Slobin's-more detapled————— —

framework. An example of a macro principle is ‘the one-to-one
principle’ according to which learners seck to map a single mean-
ing onto a single form. This principle accounts for why J soughr to
use ‘20 + verb’ negatives to perform statements and ‘do#’t + verh’
negatives to perform commands (see page 2.8).

Operating principles provide a simple and attractive way of
accounting for the properties of interlanguage. However, they
have been criticized on a number of grounds. It is nor clear how
many principles are needed and the ones that have been advanced
are not mutually exclusive. More important, perhaps, is the
absence of any overarching theory to explain where the principles
themselves come from.

Processing constraints
A project known as ZISA (Ziweitspracherwerl [talienischer und
Spanischer Arbeiter) investigated the order in which migrant

warkers with Romance language backgrounds acquired.a.n urm- -

ber of German word-order rules. The project found clear evi-
dence of a developmental route, bearing out the research on
acquisitional patterns we examined in Chapter z.

What distinguishes this work on acquisitional sequences is that
it led 1o and was informed by a strong theory, known 25 the mutt-
dimensional model. This theory sought to account for both why
learners acquire the grammar of a language in a defnite order and

~also why some learners only develop very simple interfanguage

grammars. _ _ :

The theory proposes that some grammatical fearares, such as
the word-order rules referred ro above, are acquired in sequence
while others, such as copula be, can be acquired at any stage of
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development. Thus, it distinguishes a developmerntal and a varia-
rional axis. Progress along one axis is independenr of Progress
along the other axis.

Ta account for progress along the developmental axis o num-
ber of processing constraints have been proposed. These povern
when It 15 possible for a learner to move from one STAZC O

another. Forexample, learvers begin by adopting the ‘canonical

- order strategy”. This prevents them from interropring the basic
subject-verb-object word order. Larer they develop the “inteial-
ization/finalization strategy” which enables them to move tfe-
ments at the end of a structure to the beginning and vice versa hut

prevents them moving elements within a structure. For example,

- mastery of this strategy enables learners to place an adverb at the
beginning of 2 sentence:

Gesternich gebe ins Kino. (Yesterday | go to the cinema.)

but prevents them from inverting the subject and verh {which is
required in German, as in this sentence):

Gestern gebe ich fus Kino. {Yesterday go I to the cinema. )

Later, Jearners achieve access to the ‘subordinate cla use strategy’,
which permits movemienr of elements within main clauses burt
blocks them in subordinate clauses. Learncrs who bave developed
this strategy can now invert subject and verb after an adverh but

still cannot move the verb to the end of subordinate clause. These

strategies capture what learners can do at different sta ges in their
development and, alsa, whar ‘blocks’ they must overcome to
develop further. Progress consists of the removal of first one and
then another of these blocks.

Movemenr along the variational axis, it is claimed, is deter-
mined by socio-psychological faceors. Learners who want to inte-
grate into the targer-language community progress rapidiy along
this axis. However, learners who want to maintain their own sep-
arate identities progress more slowly and sometimes not ar all,
This seems to correspond closely ro Giles® idea of accommaodation
and Schumann’s idex of acculturation {see page 39}

The multidimensional model is a powerful theory of L2 acqui-
sition in that it proposes mechanisms to account for why fearners
follow a definire acquisitional route. Mowever, the model has also
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been subject to considerable criticism. Ithas been pointed out that
it is based on research into a fairly limired set of grammatical fea-
tures. It is also not clear how variational features can be identified
and, in fact, few examples have bheen provided, the most fre-

‘quently menrioned being copula he. More seriously, the maode

provides no account of how or why the *blocks™ to developmental
progress are removed, The metaphor of *blocks™ is interesting but

remains rather undeveloped.

Communication strategies

So far we have focused on psycholinguistic accounts of how
learners develop their interlanguages. Now we will take a brief
look ar the mechanisms involved when learners use the L2 know-

" ledge they have acquired in communication.

60

As anyone who has tried to communicate in an L2 knows,
learners frequently experience problems in saying what they want
to say because of their inadequate knowledge. In order to over-
come these problems they resort to various kinds of communica-
tion strategics. For example, they may avoid problematic trems
such as the verb ‘make’ {which, as we saw on page §8, is excep-
tional in taking a base form of the verb as its complement), by
substituting an item like ‘ask” (which s regutar in that it takes o +
infinitive and is therefore easier to use correctly). If learners do
not know a word in the target language they may ‘borrow’ a word
from their L1 or use anorher target-language word that is approx-
imate in meaning (for example, ‘worm’ for ‘sitkworm’}, ortry to
paraphrase the meaning of the wotd, or even constract an entirely
new word (for example, *picture place” for ‘art gallery’). These
strategies, with the obvious exception of those that are L1 based,
are also found in the language use of native speakers.

There have been a number of attempts to construct psycholin-
guistic models to account for the use of communication strar-
egies. Claus Farrch and Gabricle Kasper, for example, proposed a
model of speech producrion which involves a planning and an
execution phase. Communication strategics are seen as part of rhe
planning phase. They are called upon when fearners experience
some kind of problem with an aitial plan which prevents them
from exccuting it. They can either abandon the initial plan and
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develop an enttrely different one by means of s reduction strategy
(such as switching to a different topic) or try 10 maintain their
original communicative goal by adopung some kind of achieve-
ment strategy (such as L borrowing).
As Sclinker has pointed out, communication strategics consri-
rute one of the processes responsible for learaer errors, We mighe
expect, therefore, that the choice of communication strategics
will reflece the learners” stage of developmene, Forexampie, leaen-
ers might be expecred to switch from L1-based strategics to 1.2-
based strategies as their knowledge of the 1.2 develops. It would
also be interesting ro discover whether the use of communication
strategies has any effect on L2 acquisition. For example, do learn-
~ersTiotice the gap (see page 57 fore readily as & resule of aving
to use a communication strategy? Or does successful use of a
communication straregy obviate the need for learners to learn the
correct target-language forms? However, nothing is yer known

‘about this.

Two types of computational mode!

In this chaprer we have attempred to peer inside the *black box™ of
the learner’s brain in order to identify some of the menral
processes involved in constructing and using an interlanguage. OF
course, these processes camnot be viewed directly. They can only
be inferred from the various behaviours learmers engage in. What
distinguishes a cognitive account from a behaviourist one is that
an attempt is made to explain L2 acquisition in terms of mental
processing.

As we have seen, the prevailing metaphor for explaining these
processes has heen that of the.compurer. The *black box” houses
some kind of apparatus thar extracts information from cthe
input’, works on it, stores it, and subsequently uses i in ‘ourpur’.
However, the actual type of appararus involved and the natare of
the compuration performed remain a matrer of some disagree-
ment. In parricelar, ewo radically different repes of appararus
~have been propoesed. One type involves the idea of “serial Process-

ing’. That i, information is processed in a serics of sequential
steps and resales in the representation of whar has been fearned as
some kind of ‘rule” or *strategy™. This is the dominant version of
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the computational model in SLA and is evident in much of the
preceding discussion. For example Ferch and Kasper's model of
speech production presupposes that communication problems
arc dealr with in sequential steps.

The alternative type of apparatus involves the idea of paraliel
distributed processing. This credits the learner with the ability o
perform a number of mental tasks ar the same time, for example,
the ability to attend to both form and meaning while processing
input. Models based on parallel distributed processing reject the
whole notion-of ‘rule’-Instead;they seo mentat soroctaie s cons
sisting of elaborate sets of weighted connections between sepa-
rate items. For example, instead of accounting for the regular past.
tense in terms of a general rule (add -ed to the base form of the
verb), we might envisage a mental network in which individual
verbs are connected more or less strongly to -ed. Such a model
helps to explain why some verbs are regularly used with -ed, some
are sometimes used, and some never. Not surprisingly, parallel
distributed processing is controversial as it constitutes an affront
to one of the central precepts of linguistics, namely that language
is rule-governed.
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Linguistic aspects of interlanguage

In Chapter 6 we examined some of the cognitive structures -
- involved i inrerlanguage deveiciﬁﬁiém.-lo’"ﬁ'f'mndé"é'ﬁ“i)"f}i”é}"ﬁéii""""""" e
spective on L2 acquisition, we will now consider how the nature

of the object to be acquired—language—influences development.

- This ties SLAto the discipline of linguistics.

Typological universals: relative clauses

A good example of how linguistic enquiry can shed fight on inter
language development can be found in the study of relarive
clauses. As we have scen, languages vary in whether they have rel-
ative clause structures. Some languages, like English and Arabic,
have them, while other languages, like Chinese and Japanese, do
not. This linguistic difference influences the case with which
learners are able to learn relative clauses. Learners whose L1
includes relative clauses find them easier to learn than learners
whose L1 does not and, consequently, they are less likely to avoid
learning them. '

The linguistic properties of relarive clauses affect L2 acquisi-
uon in another way. In languages like English, a relarive clause
can be artached to the end of a matrix clause:

The police have caught the man who bombed the botel.
or they can be embedded in the main clause:
The man who bombed the borel has been caught by the police.

When learners of 1.2 English begin to acquire relative clanses they
typically begin with the first type. Thus, the linguistic structure of
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English {i.e. the fact tharrelative clauses iiay or may not interrupt
~ the main clause) influences how acquisition proceeds.

A third effect of relative clause structure on L.2 acquisition can
be identified. Linguists have shown that languages are more likely
to permit relative clauses with a subject pronoun (for example, -
‘who’) than with an object pronoun (for example, ‘whom’™}. In
fact, a hierarchy of relativization, known as the accessibility hierar-
chy, has been identificd. This is illustrated in Table 7.1 for

English, which, uniike many other languages, permits the full

—.range of relative pronoun functions. The secessibility herarchy is ———
implicational in the sense that the presence of a relative pronoun
tunction low in the order in a particular language implies the pres-
ence of all the pronoun functions above it but not those below it.
For example, any language that permits the direct object function
- will necessarily permit the subject function but may not allow the
indirect object function. | o

Relative pronoun Example
function
Subject "The writer who won the Booker prizeis
my lifelong friend.
Direct object The writer whom we met won the
_ Booker prize.
Indirect object The writer to whom [ introduced you

won the Booker prize.

Object of preposition  The writer with whom we had dinner
won the Booker prize. '

Genitive The writer whose wife we met won the
Booker prize.

‘Object of comparative The writer who I bave written more
books than has won the Booker prize.

TABLE 7.1 Theaccessibility hierarchy for relative clauses

Drawing on the accessibility hierarchy, SLA rescarchers have
asked *Does the hicrarchy predict the order of acquisition of rela-
- tive clauses?” There is some evidence that it does. For example, it
has been found that the hierarchy predicts the frequency with
which learners make errors in relative clauses, fewest errors being
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apparent in relanive clauses with subject pronouns and mast in
clauses with the ohiect of comparative function,

However, rather mixed results have been obrained for the geni-
rive funcrion, This has fed to proposals that genitive refarive
clauses are not part of a single hierarchy but rather constiture a
distinet hicrarchy of their own, Whercas genicive structures may
be more difficel to fearn than non-genitive structures averall,

some geniove structures are more difficalr than others,-the diff-

cuity proving predicrable on the basis of a separare hicrarchy for
genirives,

The accessibility hierarchy serves as an example of how SLA
and linguistics can assist each other. On the one hand, linguistic

other, the results of empirical studies of L2 acquisition can be
used to refine our understanding of linguistic facts.

Universal Grammar

SLA also owes a considerable debr to another branch of linguis-
tics—rthat associated closely with Noam Chomsky’s theory of
Universal Gsammar (UG). Chomsky argues that language is gov-
erned by a ser of highly abstract principles thar provide para-
meters which are given particular settings in different fanguages.

Let us consider an example. A general principle of language is
that it permits co-reference by means of some form of reflexive.
Thus, in the English sentence:

The actress blamed herself.

the subjecr, ‘actress’, is co-referential with the reflexive, ‘hersclf’
in the sense that both waords tefer to'the same person. However,
reflexives also vary cross-linguistically. In the case of English, a
reflexive can only co-refer to a subject within the same clause, as
in the example above, Thus, English only permits ‘local binding.
‘Long-distance hinding’, where the reflexive co-refers to a subject
-manother clavse, is prohibited. Thus, in this senrence:

Emily knew the actress would blame herself,
the reflexive nrast be understood as referring to “aceress” and not

to “Emily”. However, other languages such as Japanese, permir
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long-distance aswell as [ocal hinding. Thus, the Japancse version
of the sentence above is ambiguous; the reflexive can refer to
either the actress or ro Emily.

What is the significance of such linguistic information for 1.2
acquisition? Clearly, Japanese learners of L2 English need to
learn thar reflexives in English permic only local binding; they
have to reset the parameter. A number of studies have investi-
gated whether Japanese learners are able to do this. In one such
study, Japanese learners of English of different proficiency tevels

noun the reflexive referred to. Overall the more proficient learn-
ers were no better at this than the less proficient ones, suggesting
that the learners operated in accordance with their L1 setting of
the parameter and that no resetting for English was taking place.
Other studies, however, have provided evidence that Japanese
learners can reset this parameter. The results provided by
research are, therefore, inconclusive.
The question of whether learners whose L1 permits both local
“and Jong-distance binding of reflexives can learn that a language
like English permits only local binding may seem a rather trivial
matter. In fact, though, it concerns an issuc of considerable theor-
etical importance——the extent to which a fanguage other than our
mather tonguc is fully learnable.,

| Leérna-biti-ty

Chomsky has claimed that children learning their L1 must rely on
innate knowledge of language because otherwise the rask facing
them isan impossible one. His argument is that the input to which
children are exposed is insufficient 1o enable them to discover the
tules of the language they are trying to learn. This insufficiency is
referred to as the poverty of the stimulus. For example, a child
learning English needs to discover thar sentences like this are
“ungrammatical:

Sam kicked fercely his toy car.

becavse English does not permit an adverb between the verb and
the dircet object. Can this be learned solely on the basis of inpue?
The argument is that it cannot if the input consists only of positive
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evidence {1.c. it provides informadon only abour what 43 gram-
matical in the language) because learners can never he sure they
will not bear a sentence where the adverl is berween the verb and
dirccr object. Negative evidence {i.c. in pur that provides direct evi-
dence of what is ungeammarical in 3 binguage) would make it
possible for children o find oue char senrences lke the one ahove
are ungrammatical, However, children rypically receive only pos-
irive evidence; cheir parents do nor generally correct their gram-
mazcal mistakes. Thus, it s argued, the mput seriously
underdetermines learning. In other waords, it doey not provide the
informartion needed for fearning ro be successful,
In the case of L1 acquisition, then, there s a logical problem.
. How do children. invariably leacn. the full. grammar-of-their
mother tonguce when the information they need is nor always
available in the input? The answer, according to Chomsky, is that
children must have prior knowledge of whar is grammatically
possible-and impossible and thar this is part of their biological
endowment. This knowledge, which in earlior formulations of the
theory was referred to as rthe Language Acquisition Device {sce
page 32}, is whar comprises Universal Grammar (UG Ie s
claimed that some errors, such as the one involving adverh place-
ment, simply do not oceur in L1 acquisition because they are pro-
hibired by U(,
But is this also the case in L2 acquisition? To answer this ques-
tion we need to consider whether adulr 1.2 fearners have contin-
ued access to UG or whether they rely on some other kind of
learning mechanism. We wil) begin by considering whether access
depends on the age of the learner,

The critical period hypothesis

The critical period hypothesis states that there is g period during
which language acquisition i casy and complete {i.e. native-
speaker ability is achieved) and bevond which ir is difficuls and
typically incomplere. The hyporhesis was grounded in research
which showed that people who lost their hinguistic capabilities,
for example as a result of an accident, were able to regaim them
totally before puberry (abour the age of rwelve) bur were unmable
to do so afrerwards. Tr was subsequently supported by studies of

-
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people who had been deprived of the opportunity even to acquire
an L1 as a child. For example, Genie was torally isolated in the
early years of her life and consequently did not start learning lan-
guage {English) until the age of thirteen. While she dcvclupcd con-
siderable commumicative ability she failed to acquire many
grammatical rules. In this respeet she resembled Wes, the
Japanese subject of the case study referred ro in Chapter 1.

There s considerable evidence to support the claim that 1.2
learners who begin karnm;, as adults are umable to achiceve
native-speaker competence in eicher grammar or pronunciation,

“Studics of immigrants in the Unired States show thar if they arrive
- before puberty they go on to achieve much higher levels of gram-

matical proficiency than if they arrive after. Sometimes they
become indistinguishable from native speakers. However, there
does not appear to be a sudden cut-off age, beyond which full
competence is impossible. Rather the capacity to achieve full
competence seems to decline gradually, becoming complere by
abourt the age of sixreen. Interestingly, age of arrival is a much
better predictor of uldimate achievement than the number of years
of exposure to the target language. In the case of pronunciation,
the cracial age appears to be much carlier, possibly as early as six.

There is somie evidence that not all learners are subject to crici-
cal periods. Some.are able to achieve native-speaker ability from
an adult start. In one case, Julie, an English woman, did not start
learning Arabic until she was twenty-one years old but was found
to perform like a narive speaker on a variety of tests after she had
lived in Cairo for twenty-six years.

However, the relative lack of success of mast L2 learners in

comparison to L1 learners suggests rhat there may be radical dif-
ferences in the way first and second languages are acquired. Thesc
differences may be of many kinds. It is likely, for instance, that
differences in the social conditions in which L1 and L2 learners
{earn have some kind of impact. L1 learners, for example, do not
experience social distance! fris also possible thar L1 and 1.2 acqui-
sition draw on different fearning mechanisms hecause mosr adule
L2 learners no fonger have aceessto UG,

4.
1
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Access to UG

There 15, in fact, no agreement as to wheeher adale 1.2 fearners

have access to UG, We will bricfly examine a number of theoreti-

eal positions.

i Complete aceess
Ir ts argued that learners begin with the paramerer serfings of
their L1 but subsequently learn to swirch to the 1.2 parameter
sertings. An assumption is that full target-language compe-
tence 15 possible and that there is no such thing as a critical
period. Learners like Julic constitute evidence in favour of this
position. :

The argument here is that UG is nor available to adult L2
learners. They rely on generallea rning strategies. According to
this position, 1.t and 1.2 acquisition are fundamen rally differ-
ent. Adult L2 learners will normally nor be ahle ro achicve full
competence and their interlanguages may manifese IMpOssi-
ble” rules (i.e. rules thar would be prohibited by UG,

¥

5 Partial aceess

Another theoretical possibility is thar learners have QeSS o
pares of UG butnot others. For example, they may have sccess
to only those UG parameters operative in their 1.1, However,
they may be able to switch to the 1.2 parameter serting with rhe
belp of dircer instruction involving error correction. In other
words, L2 acquisition is partly regulated by UG and partly by
general learning strategies.

4 Dualaccess
According to this position, adult L2 leamers make use of both

UG and general learning strategies. However, the use of gen-

eral learning stratcgies can *block” the operanion of UG, caus-

ing learners to produce ‘impossible” errors and to fail to

achieve full comperence. This position assumes thar adul

learners canonly be fully successful providing they rely on UG,
The existence of such conrradicrory positions shows that the role
ot UG in 1.2 acquisition is still unCertain.,

LINGUISTIC ASPECTS OF INTERLANGUAGE

69




70

require-onty minintal evidence for acquisition. Marked structures

Markedness

This uncercainty regarding the contribution of linguistic theory to
the study of 1.2 acquisirion is also evident in another area of lin-
guistic enquiry—rthe study of markedness.

This term refers to the general idea thar some structures are
more natural’ or *hasic” than other structures, In typological lin-
guistics, unmarked structures are those that are common in the

world’s languages. In Chomskyan linguistics, unmarked strue-

tures are those that are governed by UG and which, therefore

are those that lie outside UG {for example, have arisen as a result
of historical accident). In addition, attemprs have also been made
to distinguish degrees of markedness in the different serrings of a
parameter of UG. For example, ‘local binding’ of reflexives is con-
sidered unmarked in relation to ‘long-distance binding.

A number of hypotheses relating to markedness have heen
examined in SLA. One is that learners acquire less marked struc-
tures before more marked ones. On the face of it, there is consid-
erable evidence in support of this. For example, if the accessibility
hierarchy is taken to reflect the degree of markedness of relarive
pronoun functions (see Table y.1), then, clearly the degree of
markedness correlates with the order of acquisition. However,
there is a problem. We necd to be sure that it is markedness and
not somce other facror that determings the order of acquisition.
Learners may acquire the subject function first not because it is
the lcast marked but because it is the most frequent in the input.

To test whether it is markedness or inpur frequency which deter-

mines acquisition order we must identify unmarked and marked
structures that are respectively less and more frequent in the
input. Research completed to date suggests that learners are more
likely 1o acquire a frequent bur marked structure before an infre-
quent but unmarked strucrure than vice versa.

Apart from frequency, another confounding factor may be L1
ransfer. It has been proposed that learners are much more likely
to rranster unmarked straceures from their 11 than they are
marked structures. Lot us consider an example mvolving pronun-
clation. English conerasts the sounds /t/ and /d/ word mtialiy
{tin/din), word medially (betfing/bedding), and word finaily
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twet/wed). German, however, only contrasts these two sounds
word ininally and word medially. Typologically, the word fnitial
conerast is unmarked and the word &nal conrrast marked. It ean
be predicted, then, thar English learners will have no difficuley
learning that the word final contrast does not exist in German bue
that German learners will experience considerable difficulry
learning to make the word final contrase in English. This is what
has been found 1o occur.

Coghnitive versus linguistic explanations

In this chapter we have examined a number of ways in which lin-

guistics can assist SLA. The typological study of languages .

affords interesting predictions about what learners will acquire
first and what they will transfer from their L1. UG also serves
as a source of finely-tuned hypotheses about what structures

“will cause learning difficulty and, in addition, raises important
questions about whether L2 and L1 acquisition are the same or
different.

How should we view these linguistic explanations? Are they
alternatives o the psycholinguistic explanations we examined in
Chapter 6 or are they complementary? The answer to this
depends on whether linguistic universals and markedness are seen
as exerting a direct effect on L2 acquisition (as is the case in SLA
studies based on Chomskyan linguistic theory) or whether chey
are seen as having only an indirect effect, mediated by psychaolin-
guistic mechanisms of the kind considered earlier {a position
entirely compatible with the typological study of language). In
short, it comes down to whether 1.2 acquisition 1s'to be explained
in terms of a distinct and innate language faculty or in terms of
general cognitive abilities. There is no consensns on this issue. It
should be noted however that UG does nor claim 1o account for
the whole of a language or even the whole of the grammar of a
language. As such, it allows for modularity—the existence of dif-
ferent components of langua ge that are learned in different ways,
some through UG and others with the assistance of general cogni-
tive abilities,
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individual differences in
L2 acauisition

ersal aspects of L2 acquisition—the main concern of SLA.
However, SLA also acknowledges that there are individual differ-
ences in L2 acquisition. We have seen that social factors to do

~with the context of learning have an effect on how successful indi-

vidual L2 learners are, and possibly on how interlanguage devel-
ops as well. We will now examine a number of psychological
dimensions of diffcrence.
These dimensions are many and various. Affective factors such
as learners’ personalities can influence the degree of anxiety they
xperience and there preparedness to take risks in learning and
using an {.2. Learners” preferced ways of learning {their ‘learning
styles’) may influcnce their overall orientation to the learning task
and the kind of input (for example, spoken ur written) they find it
eastest to work with. We will focus on two of the major dimen-
sions here—language aptitude and motivarion—and also explore
how differences in learning strategies can affect development.

Language apiitude

Ithas been suggested that people differ in the extent to which they
possess a natural ability for learning an L2. This ability, known as
ianguage aptitude, is believed to bein part related to general intelli-
gence but alsoto be in part distinet.

Early work by John Carroll led to the tdentification of a nuin-
ber of components of language apritude. These ares

INDIVIDUAL DIFFERENCES IN L2 ACQUISITION
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 use.

1 Phonemic coding ability, i.e. the ability to idenrify the sounds
of a foreign language so thar they can be remembered later,
This ability is also seen as related o the ability ro handle
sound-symbol! relationships (for example, to identify the
sound which *th® stands for).

Grammatical sensitivity, i.c. the ahility o recognize the gram-
matical funcrions of wards in sentences (for example, the sub-
ject and object of a sentence).

i~

Inductive language fearning ability, i.c. the ability ro identify

"""'Paﬁem-ﬁ'---:ﬁ'--correspﬁn“deﬁt‘é'"a'ﬁ'd""i"él‘éi’ﬁéﬁé""Béfiiﬁééh form and
meaning (for example, to recognize thar in English ‘to® can
denote direction and ‘ar’ location).

4 Rote learning ability, i.e. the ability to form and remember
associations between stimuli. This is believed to be important
in vocabulary learning,

Research involving language apritude has focused on whether

and ro what extent language aptitude is related to success in

o

L2 learning. There ig strong evidence that it is. Learners who

score highly on language aptitude tests typically learn rapidly
and achieve higher levels of L2 proficiency than learners who
obtain low scores. Furthermore, rescarch has shown thar this
s so whether the measure of 1.2 proficiency is some kind of formal
language test or a measure of more communicative language

Most of the research on the relationship hetrweén language

aptitude and L2 proficiency took place in the r950s and 19605

and, therefore, predates the birth of SLA. From an SLA perspec- -
tive the key question is: How does language aptitude relate to the
processes of interlanguage development? One interesting pos-
sibility is that different components of language aprirude may be
implicated in different stages of processing. Phonemic coding
ability would seem relevant to the processing of input, gram-

_‘matical sensitivity and inductive language learning ability to the
central processing stages involving interlanguage construction,

and memory to the storage and access of language. However,
such a proposal, while intercsting, remains speculative,
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fdotivation

Whereas language aptitude concerns the cognitive abilities thar
underlie successful 1.2 acquisition, moetivation involves the atri-
tudes and affective states that influence the degree of effort thar
learners makce to learn an 1.2, Various kinds of motivation have
beenidentihed; instrumental, integrative, resultative, and intrinsic.

Instrumental motivation
Learners may make efforts tolearn an L2 for some functional rea-
son—t0 pass an examination, to get a better job, or to get a place
at unmiversity. In some learning contexts, an instrumental motiva-

ing. Forexample, in setrings where learners are motivated to learn

an L2 because it opens up educational and economic opportuni-
ties for them.

Integrative motivation

Some learners may choose to learn a particular L2 because they
are interested in the people and culture represented by the target-
language group. For example, it is this integrative orientation that
underlies the mativation that many English speaking Canadians

“have for learning French. However, in other learning contexts, an

integrative motivation does not seem 1o be so important. In fact,
in one study, it was found that less integratively oriented Mexican
women in California were more successful in learning English
than those who were more integratively oriented. This led the
researchers who carried out this study to suggest that some learn-

ers may be influenced by a ‘Machiavellian motivarion’—the

desire to learn the L2 in order to manipulate and overcome the
people of the rarger fanguage. Such a view is compatible with
Peirce’s ideas abour the role of social identity in L2 learning {see
page 41).

Resultative morivation

An assumption of the research teferred ro above 15 that motiva-

tion is the caise of 1.2 achicvement, However, 1t s also possible

that motivation is the result of learning. Thar is, learners who
expericnce success in learning may become more, or in some

INDIVIDUAL DIFFERENCES IN L2 ACQUISITION

~]

w1



contexts, less motivated to learn. This helps to explain the con-
flicting research results. In a context like Canada, success in learn-
ing French may intensify English-speaking learners’ liking for
French culrure. However, in California success in icarning
English may bring Mexican women into siruations where they
experience discrimination and thus reduce their appreciation of
American culture,

Intrinsic motivation

reasons for learning an L2 that are crucial in determining their
motivation. Indeed, it is possible that many learners do not
hold distinct attitudes, positive or negative, towards the target-
language group. Such is probably the case with many foreign
language learners. It does not follow, however, that such learners
are unmorivated. They may find the kinds of learning rasks they
are asked to do intrinsically motivating. According to this view,
motivation involves the arousal and maintenance of cariosity and
can ebb and flow as a result of such factors as learners® particular
interests and the extent to which they feel personally involved in
fearning activities.

Motivation is clearly a highly complex phenomenon. These
four types of motivation should be seen as complementary rather
than as distinct and oppositional, Learners can be both integra-
tively and instrumentally motivated at one and the same time.
Motivation can result from learning as well as cause it
Furthermore, motivation is dynamic in nature; it is not something
that a learner has or does not have bur rather something that
varies from one moment to the next depending on the learning

context or task.

Learning strategies

Language aptitude and morivarion constiture general factors rhat
influence the rate and fevel of L2 achievement. Bur how does their
influence operate? One possibility is that they affect the narure
and the frequency with which individual learners use learning
strategics,

Learning strategies arc the particular approaches or rechnigues
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that learners employ to try to learn an L2, They can be behav-
ioural (for example, repeating new words aloud to help you
remember themn} or they can be mental (for example, using the lin-

guistic or situational context to infer the meaning of 2 new word).

They are typically problem-oriented. Thar is, learners employ
learning strategics when they are faced with some problem, such
as how to remember a new word. Learners are generally aware of
the strategies they useand, when asked, can explain whar they did
to try to learn something.

Different kinds of learning strategies have been identified.
Cognitive strategies are those that are involved in the analysis,
synthesis, or transformation of learning materials. An example is

‘recombination’,-which involves constructing a meaningful-sen

tence by recombining known elements of the L2 in a new way.
Metacognitive strategies are those involved in planning, monitor-
ing, and evaluating learning. An example is ‘selective attention’,
where the learner makes a conscious decision to attend to particu-
lar aspects of the input. Social/affective straregies concern the
ways in which learners choose to interact with other speakers. An
example is ‘questioning for clarification’ {i.c. asking for repeti-
tion, a paraphrase, or an example).

There have been various attempts to discover which strategies
are important for L2 acquisition. One way 1s to ipvestigate how
‘sood language learners’ try to fearn. This involves identifying
fearners who have been successful in learning an L2 and inter-
viewing themto find out the strategies that worked for them. One
of the main findings of such studies s that successful language
learners pay attention to both form and meaning. Good language
learners are also very active {i.c. they use strategies for taking
charge of their own learning}, show awareness of the learning
process and their own personal fearning styles and, above all, are
flexible and appropriate in their use of learning strategies. They
seem to be especially adepr at using metacognitive strategies.

Other studies have sought to relate learners” reported usce of dif-
ferent strategies to their 1.2 proficiency to try to find our which
strategies are important for language development. Such studies

~have shown, not surprisingly, thar successful fearners use more

strategies than unsuccessful learners. They have also shown that
different strategics are relared to different aspects of 1.2 learning.
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Thus, strategies that involve formal pracuce {for cxample,
rehearsing a new word) contribute to the development of linguis-
tic competence whereas strategies involving functional practice
(for example, seeking out native speakers to ralk to) aid the devel-
opment of communicarive skills. Successful learners may also call
on different strategics ar different stages of their development.
However, there is the problem with how 1o imterprer chis
rescarch. Does strategy use result in learning or does learning

increase learners” ability to employ more stratepies® Ac che

moment, it is not clear, -

~ An obvious question concerns how rhese learning strategies

relate to the general kinds of psycholinguistic processes discussed
in Chapter 6. What strategies are involved in noticing or noticing
the gap, for example? Unfortunately, however, no attempt has yet
been made to incorporate the yarious lea rning strategies that have
been identified into a mode] of psycholinguisric processing. The
approach to date has heen sim ply to describe straregies and quan-
tify their use.

The study of learning strategies is of potential valpe to language
teachers. If those straregics thar are crucial for learning can be
identified, ir may prove possible o train studen ts to use them. We
will examine this idea in the broader context of a discassion of the

role of instruction in 1.2 acquisition.
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Instruction and L2 acguisition

_ One of the goals of SLA is to improve language teaching. To this
o _h .,.end.,:s_ch._mscanc_he;s have. g%dgeé._whﬁ,.;mﬁaﬁ "tfaﬁhiﬂg"'has"on"— .
| L2 learning. In this chapter we will consider three branches of this
research. The first concerns whether teaching learners grammar
has any effect on their interlanguage development. Do learners
. learn the structures they are taught? The second draws on the
research into individual learner differences. Do learners learn bet-
ter if the kind of instruction they receive marches their preferred
ways of learning an L2? The third branch looks ar strategy rrain-
ing. Docs it help to teach learners how to use the learning strar-
egies employed by ‘good language learners’? In cach case, we will
consider the main issues involved and sample some of the studies
rhat have been carried out.

Form-focused instruction

Traditionally, language pedagogy has emphasized form-focused
instruction. The Grammar Translation Method and the
Audiolingual Method both involve ateemprs to teach learners
grammar, differing only in how this is to be accomplished. More

- recently, however, language pedagogy has emphasized the need
to provide learners with real communicative experiences.
Communicative Language Teaching is premised on the assump-
tion chat fearners do nor need 1o be taught grammar before they
can commumcare but will acquire it narurally as part of rthe
process of learming to communicare. In some versions of
Communicative Language Teaching, then, there is no place atali
for the dirccrteaching of grammar.
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This brief review of the pedagogical background suggests thae
there are two key questions: {1) Does form-focused mstruction
work (i.e. do learners learn what they have been taught)? and,
assuming a positive answer to {1}, {2} Whar kind of form-focused

mstrucnion works hese?

Does form-focused instruction work ?
One way in which we might investigate whether formal instrue-
tion has any effect on interlanguage is ro compare the develop-

ment of untutored and trored learner 5 If“"'h”dm’ﬁ‘ﬁe“mes S
in'the order and sequence of L2 acquisition this would suggest

that form-focused instruction has no effect. On the other hand,

the existence of differences would suggest that form-focused

instruction does have an impacr.

In one such study, Teresa Pica compared three groups of L2
learners——an untutored group, a tutored group, and a mixed
group {1.¢. one that had experienced both instruction and natural-
istic learning). She found thart the accuracy order of a number of
grammatical features {see page 21) was broadly the same in the
three groups, suggesting that instruction had had lirtle overall
effect on acquisition. However, when she looked closely at parric-
ular features she found some interesting differences in them. The
tutored group was more accurate on plaral -s than the untutored
group hutless accurate on progressive verb ~ing. The mixed group
was intermediate in both cases. In contrast, there were no accy-
racy differences among rthe three groups on‘arricles. These results
led Pica to suggest that the effects of instruction may depend on
the target strucrure that is beingtaught. If the structure is forrhally
simple and manifests a straightforward form~function relation-
ship (as in the case of plural -s) instruction may lead to improved

accuracy. I the structure is formally simple and salient but is

funcrionally fairly complex (as is the case with progressive -fng)
mstruction may help learners to learn the form but not its use S0
learners end up making a lot of errors. If a structure lacks saliency
and is functionally very complex {as is the case with English ardi-
cles) instrucrion has no effect at all.

The question is how significant the effects of inseruction actu-
ally are. Only if the instruction can be shown to enable learners to
construct ‘rules’ can it be said ro have an effect on the their under-
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lying competence. The distincrion between item learning and sys-
rem learnung (see page 13} s important here. When learners are
raught the French articles *fe” and “fa” they may succeed in learning
which arncle to use with the specific ser of nouns that were the
focus of the instruction. That is, they learn the gender of each
noun as a separate item. However, they may fail to develop an
understanding of the complex rules that account for whether a
noun is mascuhine or feminine in French. Instruction, then, may
be effective in teaching items but not in teaching systems, particu-
larly when these are complex.

There are, in fact, strong theoretical grounds for believing thar
instruction will not have any long-lasting effect on the way in

2 we saw that learners appear to possess some kind of ‘built-in
syllabus’ thar regulates how and when they acquire particular
grammatical structures. It is possible that this ‘syllabus’ is not
~amenable to modification from the outside.
~ This claim can be tested hy investigaring whether instruction
has any effect on the sequence of acquisition of particular gram-
matical structures. Again, one way of doing this s by comparing
turored and untutored learners. In one such study, 2 comparison
was made berween the acquisition of German word-arder rules
hy a group of adult classroom learners and that reported for
migrant workers acquiring German wirhout instruction in
Germany {see page §8). The sequence was the same, suggesting
that the instruction had had no effect on the processing strategics
involved in the acquisition of these word-order rules. The
nstructed learners seemed to follow their own syllabus.
However, they proceeded through this syllabus more rapidly than
the untutored learners and were more likely to reach the final
stage. ' _ _

 Another way of testing the claim is by designing instructional
experiments to sce if teaching .a particular structure results in its
acquisition. There bave been a number of such experiments.
Manfred Piencmann, for example, investigated whether form-
focused instruction led to a group of ten-year-old children acquir-

- 1ng one of the German word-order roles {the inversion rule). He

reparts in detail on only two of the children bur the resulbes are
highty suggestive. One of the learners, Giovanni, had already
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reached a stage of development immediarely prior to the stage at
which the targer structure is naturally acquired. In this case, the
instruction was effective. Giovanni acqured the inversion rule.
The other learner, Teresa, was far less advanced and for her the
instruction did not work. She failed to acquire inversion.
This study, together with additional research carried our in
Australia, led Pienemann to propose the teachability hypothesis.
This hyporhesis predicts that instruction can only promote Jan-
guage acquisition if the interlanguage is close to the point when

sufficient processing requirements are developed). So the teach-
ability hypothesis, which has received considerable support in
recent research, shggests that instruction does not subvert the nat-
ural sequence of acquisition but rather helps vo speed up learners’
passage through it. The pedagogic relevance of this, however, is
limited as reachers are not likely to know which learners in their
class are ready to be taught a particular structure and will have no
easy way of finding out.

Pienemann’s research shows that form-focused INSITUCTiON can
have an effect on acquisition. But how durable are these effeces?
Early rescarch on progressive -ing, for example, revealed that
instruction in this fearure caused learners to increase their usc of i
in their communicative speech, often incorrectly, but thar the
effects were short-lived. Another study, directed at teaching
French learners of English that placing an adverb between the
verb and the direct object of a sentence is ungrammatical (sce
page 66), produced similar results. Inirial gains imaccaracy disap- .
peared over time. :

Other studies, however, have shown thar instrucrion can have

 effects thar are both beneficial and long-lasting. For example, a

carefully designed ser of materials for teaching the distinction
between two French verb tenses resulted in clear gains in accu-
racy, which were evident not.only immedia tely after the period of

- instruction but dlso three months later. In fact, the learners™ abil-

1ty to use these verb forms correctly wenr on mmproving. There iy
ample cvidence thar the acquisition of ar least some Hnguistic
structures can he permanently influenced by instruction.

The question arises as ro why some structures scem 1o he perma-
nently affected and athers are not? One possibilicy isthat it depends
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on the nature of the instruction. Another possibility, which we have
~already examined, is that it depends on the nature of the rarger
structure. For example, when the inscruction affects system learn-
ing the effects may be long-tasting but when it only influences item
learning the cffects may be less durable. A third possibility is thar
tong-lasting effects occur only when learners have subsequent
opportunities to hear and use the rarget strocture in communica-

tion. This might explain why instruction produces durable effects

for French verb tenses and for question forms, which oceur fre-
quently, but not for adverbs, which do not. However, we do not yer
have a definite answer to this important question.

So far we have considered whether learners learn what they

- have-beentaught. "However;"':'ir“"i's*“ti‘é‘é’fly'"ﬁ'ﬁif""ﬁ'ééé‘i'ﬁlé'"tb"""fé“a'ifﬁ“ '

learners all the rules of the grammar of a language. There are sim-
ply too many. Whart, though, if teaching learners one grammati-
cal stracture triggers acquisition of one or more other structures?
This is a distinct possibility given that some grammarical struc-
tures seem to be implicated with each other. For example, accord-
ing to the accessibility hierarchy, the existence of a marked rela-
tive pronoun function in a language implicates the existence of
other less marked functions. As we have already seen (page 64),
this seems to hold true for interlanguages. An intriguing possib-
ility, therefore, is that if learners can discover that the target fan-
guage permits a marked function they will be able to generalize
this knowledge to the unmarked functions. A number of studies
have explored this possibility with interesting results. Teaching
learners a relatively marked function, such as indirect object, does
appear to trigger acquisition of the unmarked.direct object and

subject functions. However, it is not yet clear if such effects are

durable nor is it clear whether this triggering effect applies to
other grammatical structures.

Finally, we need to consider exactly whar we mean by ‘acquisi-
- tion” when we talk about the effects of instruction. This is a cru-
cial issue. It is one thing for instruction to have an cffect on
learners® abiliry to manipulate structures consciously and quite
another for it to affect their ability to use strucrures with ease and
-accuracy in fluenr communicarion. There is now ample evidence
that the effects of form-focused instruction are not restricted to
careful language use bur arc also evident in free communication.

INSTRUCTION AND L2 ACQUISITION




.84

~input-hased and productic

What kind of form-focused instruction works best?
Given that instruction can work, it becomes important to dis-
caver whether some kinds of instruction work better than others.
Arguably, it is this question thar is of greater interest 1o reachers.

The issues at stake are not merely a question of pedagogical eff-

ciency, however. They are also of considerable theoretical signifi-
cance for SLA.
Tollustrate this we will consider a number of options in form-

3

focused instruction. The fArst concerns the dis inction between -

n-based practice. Traditionally, gram-
mar teaching has emphasized production. Indeed, language peda-
gogy offers a rich array of techniques for eliciting the production
of targeted structures from srudents {for example, substitution
drills, blank-filling exercises, dialogues, and games of various
kinds). However, as we have seen, some theories of SLA see inter-
language as driven by input rather than output. An interesting
question—from both a pedagogical and a theoretical stand-
point——is whether instruction that emphasizes input-processing
(A Figure 9.1} works berrer than instruction that emphasizes
output production {Bin Figure 9.1).

(A) (B)
input-hased production-based
Instruction - nstruction

mput ——p—» intake — 12 knowledge -+~ output

FIGURE 9.1 Inpui-based and production-based instruction

An experimental study carried out by Bill VanPatten and Teresa
Cadierno was designed to investigate this. One group of learners
was cxposed to traditional production-based instruction, and
another to input-based instruction where they had to listen to

and respond to sentences containing the rarger structure. At the

end of the instruction both groups completed two tests, one a tost
of production and the other a test of comprehension. The group
that received the inpur-based instruction did far betrer on the
comprehension test and just as well on the production test. This
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study, then, suggests that form-focused instruction thar empha-
sizes input processing may be very effective. It also supports theo-
ries of L2 acqusition that emphasize the role of conscious
neticing 0 inpur; mput-based instruction may work because ir
induces noticing in learners.

The second issue, concerns consciousness-raising. This term
refers to attempts to make learncrs aware of the existence of spe-
cific linguistic features in the targer language. One way in which
this can be done ts by supplying the learner with positive evidence,
An alternative approach is ro provide negative cvidence,

In Chaprer 7 we saw that children rely more or less exclusively
on positive evidence. The fact that such evidence fails ro supply

~the-information -children need-to master their-L1 constitutes a—

major argument in support of the existence of UG. The issue in
SLA s whether adult L2 learners ean also learn from positive evi-
dence or whether they require negative evidence, at [east for some
structures. This addresses the wider issue of whether older learn-
ers have continued access to UG (see page 69). If adult L2 learners
can learn solely from positive input this would suggest that UG is
still available to them; conversely, if they cannor, this is an indica-
non thart it 1s nor available.

To test whether positive input is sufficient, Martha Trahey and
Lydia White designed a study in which eleven-year-old French
learners of L2 English were given instruction where they were
‘flooded’ with input containing adverb sentences over a two-week
period. The children were not given any explicit information
about adverb sentences or any negative feedback (i.e. they were
not corrected). In one respect, the positive evidence worked.
The learners showed a dramatic increase in the use of
subject-adverb-verb~object (SAVO) sentences, for example:

Anne guietly watched the television,

In another respect, hawever, it did not work, as the learners con-
tinued to make errors by inserting the adverb between the verb
and direct abject (SVAQ), as in:

Anne watched quietdy the television.
This supgests thar positive evidence is not sufficient to reser a

parametcr and, perhaps, that UG is notavailable to 1.2 fearners of
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this age. It is possible, of course, that more posttive input would
have done the job. The tmplication for language pedagogy is thar
positive input in the form of input flooding may help learners 1o,
start using some difficult forms {like SAVO) bur may not be sufh-
cient to destabilize interia nguage and prevent fossilization, That
is, positive inpur does por show lcarners thar forms like SVAO are
ungrammatcical.

If posirive evidence docs not work, then, perhaps negative evi-
dence does. Another study by White, referred to carlier, found

thar giving learners explicit in formation about adverh sentences. . .
'""'tfig‘é"t’ﬁ‘éi‘”’Wi’ffi“ﬁéé&tive feedback did enable them, tem porarily at

least, to reduce insrances of the SVAOQ error. Other studies have
also shown thar learners are able to make use of negative evi.
dence, in the form of reacher correction, to eliminare errors in
their production. '

The task of teasing out how the various instructional options
affect the acquisition of grammatical srructures has only just
begun. The promise of such studies is that they can make 2 contri-
bution o both language pedagogy, by helping to make teaching
more efficient, and 1o SLA, by providing a means of tesring theo-
ries of acquisition.

Learner-instruction matching

A distinct possibiliry, however, is thar the same instructional
option is not equally effective for alf L2 learners. Individual dif-
ferences to do with such factors as learning style and language
aptitude are likely to influence which options work best,

For example, the type of instruction learners can benefir from
most may depend on the nature of their language apritude (see
page 73). Learners vary in the particular types of ability they are
strong in. Some learners are good at segmenting sounds in the
speech they hear but are less effective at identifying the grammar;- o
cal functions of words in sentences. Other learners are the oppo-
site. Learners with differing kinds of ability ‘may be able 10
achieve similar fevels of success providing that the type of instruc-
tion enables them to maximize their strengths. There is SOMC evi-
dence to suggest thart this is the case,

It is obviously important to take individual differences inro
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account when investigating the effects of instruction. For ex-
ample, even if it is cventually shown that input-based instruction
works better overall than production-based instruction, it does
not follow that this will be true for all tearners.

Strategy training

Teaching learners specific grammatical structures constituees an

artempt to ntervenc directly minterlanguage development. An
alternative approach 1s to mntervene more indirectly by idenrifying
strategies that are likely to promote acquisition and providing
training in them. |

. _._Mosr of the research an strategy training has focused on vocab--

ulary learning. The resulrts have been rather mixed. Training stu-
dents to use strategies that involve different ways of making
assoclations involving targer words has generally proved success-
ful. For example, the key word method requires learners to form
two kinds of associations. First, learners associate the rarget word
with a word which 15 the same or similar 1o an L1 word {for ex-
ample, the Japanese word ‘obio’, meaning ‘morning’, might be
associated with *Qhio’, a state in the Unired Stares). Second, the
L1 word is linked ro a mental image that incorporates the mean-
ing of the target word (for example, the lcarner thinks of a very
cold morning in winter in Ohio). These associations have been
shown to promote both retention of and access to the target
word. However, other studies bave been less convincing in

demonstrating the effectiveness of strategy training.

The idea of strategy training is attractive because it provides a
way of helping learners to become autonomous {i.c. of enabling
them to take responsibility for their own fearning). The main

~problem is that not enough is known about which strategies and

which combinations of strategies work best for L2 acquisition.

Summary

In this section we have examined whether itis possible to teach an
L2. We have seen that direct instruction can help in a number of
ways. It can lead to enhanced accuracy, it can help earners
progress through developmental stages more rapidly, and it can
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destabilize interlanguage grammars that have fossitized.
However, direct instruction is not always successfyl nor are its
effects always durable, Constraining factors are the nature of che
target structure and the learner’s stage of development. Less i
currently known ahour whae type of direct instruction works
hest. Input-based INStruction may prove as effective as produe-
rion-based instruction and, perhaps, even moreso, hpue-fAooding
may help students learn fearures ta the input but does notr destabi-
hze mterlanguage grammars (i.c. it does not get rid of established

errors). For this, explicit instruction and neganve feedhack may

"“b'c"'nccd&d’"‘J"t""i&"'a“lﬁf"“wﬁkﬁ}""t"ﬁ'ii’i" the effectiveness of different

types of instruction will depend on the abiljties and predisposi-
tions of individual learners. An alternative to dijrect Instrucrion is
strategy training: However, uncertainty exists regard ing the con-
tent, methodology, and outcomes of such training,
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Cornclusion: muitiple perspectives

in SLA

It is tempting to try to conclude this brief survey of SLA by offer-
ing 2 general model of L2 acquisition thatincorporates all the var-

ious perspectives we have explored. However, there is a good
reason for not doing this; there is no single theory or model or
even framework that can adequately incorporate the range of
hypotheses which SLA has addressed. To put it another way,
there is no single metaphor that can encompass all the metaphors
that SLA has drawn on to explain how learners acquire an L2.
What single theory can adequately encompass such disparate
metaphors as ‘investment’, ‘social distance’, ‘accommodarion’,
‘scaffolding’, ‘noticing’, ‘interfacing’, ‘fossilization’, ‘monitor-
ng’, ‘avoidance’, ‘Machiavellian motivation’, ‘imtervention’, and
so on? It 15 true, as we have seen, that there 1s a dominant
metaphor in SLA—that of the computer—burt this excludes as
much as itinciudes and, dangerously, forces a particular interpre-
tation of what is involved in L2 acquisition on the reader.

There is, however, considerable disagrecment within SLA
about the need for a single model or, at least, the need for some
principled selection among the theoretical positions on offer. On
the one hand, there are those who argue that SLA needs to engage
in the careful elimination of theories to demonstrate its maturity
as a discipline. On the other hand, there arc those who argue that
L2 acquisition is a highly complex phenomenon and char, there-
fore, multiple theorics are both inevitable and desirable. These
different positions about the role of theory in SLA also call upon

-different meraphors; we can “cull’ theories or we can ‘et all the
flowers grow”,

The types of enquiry that characterize SLA and the types of

-~
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explanations provided reflecr the different  purposes  of
researchers. Some researchers have been primarily concerned
with language pedagogy and have seen SLA as contriburing to
more effective language teaching. Others have been more con-
cerned with tinguistics and have seen-SLA as a way of testing
hypotheses about the natore of langnage. Still others have been
concerned with the sociology of mulrilingual communities and
are interested in SLA because it serves ro ilestrate how social con-
text affects and is affecred by language. For this reason alone we
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SECTION 2

Readings

Chapter 1

introductson' &escrlbmg and explammg L2 acqussmon

.Tex‘: By

RICHARD SCHMIDT: ‘Interaction, acculturation and the
acquisition of communicative competence: a case study of.an
adult’ in N. Wolfson and E. Judd {eds.}: Sociolingunistics and
Second Language Acquisition. Newbury House 1983, pages
168—¢ '

I the following text, Schmidt asks to what extent Wes, the
subject of bis case study, is a ‘good language learner’. He
concludes that there is no straightforward answer to this
question, that it depends on what is meant by ‘language’

Whether one considers Wes to be a good language lcarner or a
poor language learner depends very much on one’s definition of
language and of the content of SLA. If Janguage is seen as a
means of initiating, maintaining, and regulating relationships
and carrying on the business of hiving, then perhaps Wes.is a
good learner. If one views language as a system of elements and
rules, with syntax playing a major role, then Wes is clearly a
very poar learner. Friends and acquaintances who are not in
the language or language teaching business generally evaluarte
Wes's Eaglish favorably, pointing our, for example, that

,Lm'dcr:»mnd ki a ot better than X, who's been here over
twenty vears.” Several soctolinguists with whom 1 have discussed
his case have given similar evaluations, sometimes pr(u_fammw
him a superior language fearner who just doesn’t care abour
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grammatical do-dads, mest of which ape eliminated in normal
speech anyway. Grammar teachers, on the other hand, gener-
ally consider him a disaster, possibly beyond rescue. Wes's own
evaluation of his English ability is mixed, recogmizing hoth
strengths and weaknesses. He is quite clearly proud of what ke
has accomplished and knows thar he can communicate much
betrer in English than many nonnative speakers with much
greater linguistic knowledge. |

B Inwhat respects is Wes a ‘good language learner” and in by ... ... .
- respectsis be not one?

B What is your own definition of a ‘good langnage learner'?

Schmidt now goes on to consider why Wes failed to legrs
the grammar of English. He examines a number of possible
explanations, social and ndividual, but dismisses them all.

... It seems to me quite clear that Wes’s failure to learn much
of the grammatical component of his second language cannot
be attributed to sociaL DISTANCE factors, to lack of need for
or intercst in meaningful communicarion and interaction, to
personality facrors such ag self-consciousness, or to poor atti-
rudes toward rarget language speakers. Low social distance,
positive attitudes toward the second language community, and
high integrative motivation to use the second language for com-
munication have 1éd to a considerahle increase m overall com-
municative competence but have had lircle effect on improved
granumatical comperence.

B What explanation can you offer for Wes's failure to acquire
grammatical competence in English?

Text2 _
ROD ELLIS: ‘Learning to communicate in the classroom: a

study of two language learners® requests” in Studies in Socond
Langunage Aeguisition P4, 1992, pages 2021

Whereas Wes fearned bnglish in a natiral context. the ten
fearuers discussed in the follorcing text learned i o clss-

roonn context. fike Wes they were in come Fesfrects sue-
cessful but their depel, spneitt 1eas linited.
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The classroom context in which ] and R learned English
afforded ample opportunitics for natural language uvse. It
enabled § and R ro develop a basic ahility to perform requests
using target language forms. In addition, it proved sufficient to
motivate the acquisition of a variety of linguistic cxponens for
encoding requests, thus affording the fearners some degree of
choice in the realization of their requests. ...

However, the study also found that | and R fatfed to acquire
a full range of request types and forms. It also showed that they
developed only a limited abtlity to vary their choice of request
strategy in accordance with situational factors. One explanation
for thls is thar the devclopmental process was not c.omp!ete

environment is insufficient to guarantee the development of full
target language norms, possibly because the kind of ‘commu-
nicative need’ that the learners experienced was insufficient to
ensure development of the full range of request types and strat-
egies. ... J and R had a clear interpersonal need to learn how
to perform requests, and they also appeared to experience an
expressive need to vary the way in which they performed them.
It is less cerrain, however, that in the classroom situarion they
found themselves in they recognized any definite sociolinguistic
need.

B In what respects were [ and R successful i learning how 10
make requests and i what vespects were they wnsuccessful?,

B> What do you think Ellis means by ‘interpersonal need’,
‘expressive need’, and ‘sociolinguistic need’¢ -

D How convincing do you find Ellis’s explanations for the learn-

ers’ lack of success? What other explanations might there be?

Chapter 2
The nature of learner language

Errors and crror analysis

Text3
- Prr coroer: The signtheance of tearners” errors” in
fm’cmas‘:mm Reviewe of Applied Linguistics 5. Alson Error
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Analysis and {uterlanguage, Oxford University Press t981,
page 10

One of the problems in describing learer langiage is tha
learners are not alone i producing deviant language; native
speakers sometimes do so as well. Thie raises the important
question as to bow we can distinguish the deviations of
learners from those of native speakers.

-. The opposition berween systematic and non-systematic

errors is important, We are all aware -that.in.pormal-adul oo

" speech in our narive language we are continually commirting
errors of one sort or another. These, as we have 5o often been
reminded recently, are due to memory- {apses, physical srares
such as tiredness, and psychological conditions such as strong
emotion. These are advenritions artefacts of linguistic perfor-
mance and do not reflect a defect in our knowledge of our own
language. We are normally immediately aware of them when
they occur and can correct them with more or less complete
assurance. It would be quite unreasonable o expect the learner
of a second language not ro exhibir such slips of the tongue (or
pen), since he is subjecr to similar external and inrernal condi-
tions when performing in his first or second language. We mugr
therefore make a distinction berween those errors which are the
product of such chance circumstances and those which reveal
his underlying knowledge of the language to date, or, as we ma ¥
call it his transitional cosnpetence. The errors of performance
will characteristically be unsystemnatic and the errors of compe- "
tence, systemaric, ... It will be useful therefore hereafter to refer
to errors of performance as mistakes, reserving the term error
1o refer to the systematic errors of the learner from which we
are able to reconstruct his knowledge of the language to dare,

1.e. his transitional competence,

B What does Corder miean by saying that air “error is 'Systesn-
atic* and a ‘mistake” is wnsystematic’d Do you see any provi-
lewns witl this definition?

& Later Corder recognizes that it may he difficult to distinguish
errors and mistakes”. Can you suggest ways of doing this?
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We did

Developmental patterns

Text 4

HERLINDA CANCINGO, ELLEN ROSANSKY, and JOHN
sCHUMANN: The acquisition of English negatives and
interrogatives by native Spanish speakers” in E, Hareh {ed.):
Second lLanguage Acquisition. Newbary House 1978, pages
20Y-11 ' ” '

This text outlines the method of analysis used to identify the
sequence of acquisition for negatives whick six native speak-
ers of Spanish (two young children, two adolescents, and
two adults) manifested over a ten-month period.

, however, think that perhaps traditional grammatu.a!
descriptions in the form of rules could be made of such linguistic
subsystems as negative, interrogative or auxiliary. Qur attempts

" to write rules for the negarive proved. fruitless. The constant
development and concomitant variation in our subjects’ speech .

at any one point made the rask impossible. The technigue to
which we turned was to catalogue the various negating devices
{no, don't, can't, isn’t, ete.} and for each sample 1o determine
the proportion of cach negating device to total number of neg-
atives {(including negared adjectives, nouns adverbs, etc.) used
by our subjects. ... ' '
For all subjects, we have eliminated the expression T don't

know’, which seemed to be a memorized whole (or, using.

Evelyn Hatch’s term, a ‘routine fmmu]a’)

& What do Cancino et al. mean by ‘rules'? sz you state the
rules for verb negation in English?

& Why exactly did they ::zbandmz the attenipt to write rules for
the six learners?

B Why was it impuoriant to eliminate routine formulas from the
analysis? '

And bere is the sequence of acquisition that was identified.

The “cataloguing” approach produced the following resules:

1 The subjéets began negating by using 70 V constructions,

Marta: | no can sec.
Carolina no go to play.
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Ar the same time or shartly after the 70 V constracrions
appear, the subjects begin o negate using don't V construe-
rions. Examples of don't V urteramces are-

Marra: 1 don’t hear.

He don't ke ir. ..

3 Nexr the subjects used the anx-ueg constructions in which
the negative is placed afeer che auxiliary. In general the Arste
auxiliarics to be negated in thiy way were is and can.

_Marta: Somebody is not coming in.

You can't tell her. ...
Finally, they learned the analyzed forms of don’s (do not,
doesn’t, does not, didn’t, did not):
Marta: It doesn’t spin.
One night I didn’t have the light.

B Cancino et al. offer two possible reasous for why the learners
began with ‘no + verb® constructions. Whas are they? How
could you decide which of these explanations is correct?

> Explain bow the don't « V* stage differs from the “aux + neg”
stage.

B Why do you think ‘analyzed don't” is the last stage in the
sequence?

1

Variability in lcarner language

The two texts bere contrast two views about the significance of
variability in learner language. Gregy sees competence as homo-
geneous and treats variability as an aspect of performance.
Tarone sees the learner's competence itself as variable.

Text5
KEVIN GREGG: "The variable comperence model of second

fanguage acquisition and why itisn’t in Applicd Vinguistics
P 990, pages 364 and 369
One of the incontrovereible facts of language use, whether [ §
or 1.2, 38 that it varics. It varies across members of a4 speech
community (I say tomayto, vou say tomahro): it varies for the
output of any given acquirer of a tanguage, whether over time
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(I say tomayto, | used to say tomahto) or at any given time {1
say tomayro, bur { also say tomahto). The fact is incontrovert-
ible; 1s it interesting? Or rather—since of course nothing human
is alien to us, cro., and there’s no dispurting, ere.—is ehis fact of
importance in corstructing a theory of second fanguage acqui-
sition? bs it o facr o be deale wich by a theory, or is it simply
that least vaived of objects in scientific enquiry, a mere face?
Do we extend our investigation to the quc%ticm of who says
potayto and who says porahto, or do we call the whole thing
off? ...
-... 1t is not self-evident that systematicity should be a suf-
_______________ _ficient (.Qﬂdiﬁﬂﬂ_ f('} ..'(,,au;ng 5'(4me{'h‘iﬂ'g“""f}ﬂ‘r{—"‘3{'"'66ﬁi‘pﬁeﬁﬁ‘€?‘—"" .
Nor is it clear in what way performance (‘learner behaviour?),
systematic or otherwise, can be regarded as part of comp-
- etence. This merging of performance and competence robs the
“concept. of Lompemme under” whatéver name, 6f any useful
function. :

O How would Grege view the various types of variability in
learuer language discussed in the Survey? Why weonld be view
theme in this way?

Text &6
ELAINE TARONE: "On vanation in interfanguage: a response
to Grege’ in Applied Linguistics 11, 1990, page 394

... First, let us look at a variationist view of whar gets acquired.

In this view, krnowledge itself can be variable, not always cate-

gorical. It 1s not the case that vou always ejther know the rule

or you don’t. Especially when it is in the process of being

formed, knowledge itself may be partial, fuzzy, or conrain con-
- flicting elements, as Romaine { 1984} points out:

Rule acquisition is nor an all or nothing affair, and presum-
ably "complete’ mastery mvolves both comprehension and
production. There may be a number of aspects of the inter-

nal workings of a rule, somce of which may be auqmrcd before
others. There are sm.al dimensions of a rule relating to is
use. (Romalm 1984: 78—9)}

If we view knowfedge irsclf as containing varabihty, the com-
petence/performance distinction may become unnecessary.
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& fnwhat ways do Tarones views about va riability differ from
Gregg’s?

B From your reading about variability in learner language i the
Survey section, which uf these positions (¢; regg’s or Tarone's)
de you favour and 1why?

Chapter 3
interlanguage

Text 7
5. PIT CORDER: ‘Language conrinua and the interlanguage

hypothesis’ in Proceedings of the Fifth Neuchérel Colloguium,
1977. Alsoin Error Analysis and I nterlanguage. Oxford

University Press 1 581, pages §7-8

According to interlanguage theory, 12 acquisition entails 4
continum of evolving systems. A key issue, then, is whar
this continuuns consists of. Here Corder outlines ORe YigL—

1t bis vwn,

Although ir is nowhere explicitly stared in his paper, it iy evi-
dent that Selinker conceived of mterlanguage as a ‘dynamic Sys-
tem’. ... He makes it clear that he regards the ‘nterlanguage
system’ as the product of a psycholinguistic process of interac-
tion between two linguistic systems, those of the mother tongue
and the rarger language. He farthermore expounds at consider-.
able length the notion of ‘fossilization® which he characterizes
as a ‘mechanism” whereby 'speakers of a parricular narive lan.
guage will keep certain linguistic items, rules, subsystems in
their interlanguage, no marrer what amount of instruction they
receive in the targer language®. Selinker therefore clearly con-
ceived of interlanguage as being a continuum. ..

What is, with hindsight, strikingly absent in Selinkers origi-
nal formulation is the notion of the interlanguage contin wun .as
having the property of increasing complexity or elaboration.
There is nothing in his original article which suggeses that he
saw the mterlanguage continuum as anything but a restrie-
turing of the learner's system from native language ro target Jan-
guage ar the same level of camplexi. .
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So long as the concepr of an interlanguage continuum was
one of restructuring alone, it was bound to remain of relatively
little value or generality, since it could only be scen as move-
merit between one fully complex code and another. There were,
therefore, as many mterlanguage continua as there were lan-
guages involved in the learning situation and the sequences of
restrucruring would all be different and the errors predicted by
the theory would all be *transfer' errors.

> What is meant by describing the tterlanguage continum as
‘restructuring continuunt’¢

B> What objections can be levelled against this view of the inter-

'_“__”_‘kagmﬁﬁfﬁﬂﬁMﬂﬁﬁ?”_"__M'

D I what other ways might the mterlanguage continuum be
characterized? '

Chapter 4
Social aspects of interlanguage

Text8

JOHN sCHUMANN: The Pidginization Process: a Model for.
Second Language Acquisition. Newbury House 1978, pages
8o~1 |

Here Schumann describes two kinds of bad learning situa-
tions based on the factors comtributing to social distance.
(TL = target language; 2LL = second language learner.)

One of the bad situations ... would be where the TL group
- views the 21L group as dominant and the 211 group views itself
In the same way; where both groups desire preservation and

high enclosure for the 21 group; where the 2LL group is both
cobesive and large; where the two culcures are not congruent
where the rwo groups hold negative artitudes roward cach

‘other, and where the 211 group intends to remain in the Ti,

area for only a short time. This type of situation is fikely to
develop for Americans hiving in Riyadh, Saudi Arabia. ...

The sccond bad situation ... has all the characteristics of the
first except that in this case the 211 group would consider itself
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subordinate and would also be considered subordinate by the
TL group. This has been the traditional sitvation of Navajo
Indians living in the Southwest, and of American Indians in gen-

eral.

& Which of these trwo bad learning situations applies to Alberto,
the Costa Rican immigrant worker Schumann studiod?

B Can you think of any other exarzples of these two bad lear-
g situsations?
B Can you think of any exceptions fie. 211, groupswho.aredn. ..
bad learning situations but who are successful}? What ex pla-
nation can you give for these exceptions?

B Canyouthink of examples of good learning situations?

Text9
BONNY N. PEIRCE: ‘Socialidenrity, investment, and lan-

guage learning’ in TESOL Quarterly 29, 1995, pages 15—16

Here Peirce describes some of the theorctical thinking that
informed ber study of the acquisition of English by adulr
women wmmigrants in Canada.

... Whercas humanist conceptions of the individual—and most
definitions of the individual in SLA research-~presuppose that
every person has an essential, unique, fixed, and coherent core
{introvert/extrovert; motivated/unmotivated; field dependent/
field independent), postrucruralism depicrs the individual as
diverse, contradictory, and dynamic; multiple rather than uni-
tary, decentered rather than centered. ...

.. the conception of social identity as a site of struggle is an
extension of the position that social identity is multiple and con-
tradictory. Subjectivity is produced in a variety of social sites, all
of which are structured by relations of power in which the per-
son takes up different subject positions—teacher, mother, man-
ager, critic—some positions of which may be in conflicr with _
othérs. In addition, the subject is not conceived of as passive; :
he/she is conceived of as both subject of and subject to relations
of power within a particular site, community, and society: The
subject has human agency. Thus the subject positions that a per-
son takes up within a particular discourse are open to argument:
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although a person may be positioned in a particular way within
a given discourse, the person might resist the subject position or
even set up a counterdiscourse which positions the person in a
P(chrful rather than marginalized subject position.

o> Can you think of some of the multiple identities’ that might
characterize the lives of imomigrant learners of Fuglish in
countrios like Canada? '

0> What kinds of idesntity are likely to promote their 1.2 learnings

> How do you think Peirce would explain Alberto’s failure to
acquire much English?

Chaptér
Discourse aspects of interlanguage

Text 10
STEPHEN KRASHEN: The Input Hypothesis: [ssues and
Implications. Longman, 1985, pages 23

in this text, Krashen argues that acquisition will take place
automatically if learners receive “comprebensible input'.
Krashen's views bave bad a notable impact on SLA and also
on language pedagogy.

The Input Hypothesis claims that humans acquire language in
only one way—by understanding messages, or by receiving ‘com-

prehensible input’. We progress along the natural order ... by

understanding input that contains structures at our next ‘stage™—
structures that are a bit beyond our current level of competence.
(We move from {1, our current level, to 7 + 1, the next level along
the natural order, by understanding input containing 7 + 15 ...).
We are able to understand language containing unacquired

grammar with the help of contexe, which includes extra-linguis-

tic information, our knowledge of the world, and previousty
acquired linguistic competence. The carctaker provides extra-lin-
guistic context by limiting speech to the child to the *here and

hl O . . .
-now’. The beginning-language reacher provides context via

visual aids (pictures and objects) and discussion of familiar top-
ics. The Input Hypothesis has two corollaries:
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a Speaking is a result of acquisition and not irs cause. Speech
cannot be taughr directly but ‘emerges’ on its own as a result
of building competence via comprehensible inpur,

h If input 1s understood, and there is enough of i, the neces-
sary grammar s automatically provided. The' language
reacher need not atrempe detiberately to reach the next strue-
ture along the natoral order—ir will be provided in just the
right quanritics and automartweally reviewed if the studene
receives a sufficient amount of comprehensible nput,

-Fa-be-more precise; input-is-the cssentiat enviranmcnesl ingre-

dient. The acquirer does nor stmply acquire what he hears—
there is a significant contriburion of the internal language
processor (Chomsky’s Language Acquisition Device: LAD). Not
all the input the acquirer hears is processed for acquisition, and
the LAD irself generartes possible rules according to innate pro-
cedures. ... Moreover, not all comprehended inpur reaches the

LAD. ...

D To what extent is Krashen's hiput Hypotbesis a mentalist
theory?

> Krashen offers no explanation bere (or elsewhere) of the
process by which comprebending mput results in ‘inutake
Can you provide one?

D It has been pointed out that if learers can comprehend input
easily there is no reason for them to learn any new language
fromitand that it is, in fact, input that they do not understand
that is important for acquisition. How right ‘incompreben-
sible input®lead to acquisition?

D ‘Speakingis the result of acquisition'and not its cause.” Do you
agrees What counter arguments can you think of?

Text 11

MICHAEL LONG: ‘Narive speaker/non-native speaker
conversation in the second-language classroom® in M. Clarke
and J. Handscombe (eds.): O TESOL *82. TESOL 1983,

PAgEs 11 1-12
Like Krashesn, Long views comprebensible mput as the
source of acquisition. However, he differs from Krashen in
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ermphasizing one particular way of achicving comprehen-
sible imput—micaning negotiation.

_ there is a logical problem with the idea that changing the
input-will aid gequasition. If removal from the mput of struc-
cures and lexical items the fearner does not pnderstand s what
< involved in making speech comprehensible, how does the
learner ever advance? Where is the input at the i + 1 that 15 to

appeac in the Jearner’s competence at the next stage of devel-

opment?

Clearly, there must be other ways in which input is made
comprehensible than modifying the mput itself. One way, as
Krashen, Hatch and others have argued, is by use of the lin-

have been shown to do when the incoming speech signal is in-
adequate ... . Another way, as in caretaker speech, is through

orienting even adult-adult NS-NNS conversation to the ‘here.

and now’ ... . A third, more consistently used method is mod-
ifying not the inpur itself, but the interactional structure of con-
versation through such devices as self- and orher-repetition,
confirmation and comprehension  checks and  clarification
Tequests. ...

Two picces of evidence suggest that this third way of mak-
inyg input comprchensible is the most important and most widely
used of all. First, all studies which have looked ar this dimen-
sion of NS-NNS conversation have found statistically significant
modifications from NS-NS norms. Interactional modifications,
in other words, are pervasive. Second, interactional modifica-
tions are found in NS-NNS conversation even when input mod-
ifications are not or are few and minor.

D Why does Long claim that simplified input (of the kind found
i foreigner talk) does wot assist acquisition? What vvidence
does be give to support this claim? Can you think of any
counter arguments?

Lo Can you construct a brief exanple of NS=NNS conversation

to Hlustrate bow the interactional structure of g conversation
is niodified using one of the devices (for example, confiring-
tion checks) that Long meutionsé
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D Long suggests that hoth a ‘here and now’ orientation 1 con-
versation and modifying the interactional structure assist
acquisition, hut he clearly favours the latter. Why do you

think this is?

Text 12
MERRILL SWAIN: “Three functions of output in second

language learning’ in G. Cook and B. Seidlhofer {eds.):
Principle und Practice in A polied Linguistics. Oxford

Whereas Krashen sees no role for speaking in 1.2 acquisi-
tion, other researchers, such as Merrill Swain, consider

learner output an important mechanism of acquisition,

... the output hyporhesis claims that producing language serves
second language acquisition in several ways. One function of
producing the target language, in the sense of ‘practising’, is thar
it enhances fluency. This seems non-controversial, particularly
if it is not confused with the adage that ‘practice makes per-
fecr’. We know thar fluency and accuracy are different dimen-
sions of language performance, and although pracrice may
enhance fluency, it does not necessarily improve accuracy (Eflis
1988; Schmidr 1993}, _

Other functions of output in second language acquisition
have becn proposed thar relare more to accuracy and fluency.
-+ First, it is hypothesized that output promores “naticing’, Thar
1s to say, in producing the target language (vocally or subvo-
cally) learners may notice a gap berween what they want to say
and what they can say, leading them to recognize what they do
not know, or know only partially. In other words, under some
circumstances, the activity of producing the target language may
prompt second language Jearners to consciously recognize some
of their linguistic problems: i may bring to their attention
something they need to discover about their L2 (Swain 1y943).
This may trigger cognitive processes which might generate lin-
guistic knowledge thar is new forlearners, or which consolidare
their existing knowledge (Swain and Lapkin 1994).

A sccond way in which producing language may serve the
tanguage fearning process is through hypothesis resting. That is.
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producing output is one way of testing a hypothesis about com-
prchensibiiity or linguwstic well-formedness. A considerable
body of rescarch and theorizing over the last two decades bas
suggested that outpur, particularly erronecus ourput, van often
be an indication that a learner has formulated a hypothesis
about how the fanguage works, and s testing it out. ...
Sometimes this output invokes feedback which can fead learn-
ers to modify or ‘reprocess’ their outpur, . .
Thirdly, as learncrs refleer upon ctheir own rarget language
use, their outpur serves a metalinguistic function, enabiing them
to control and internalize linguistic knowledge. My assumption
at present is that therc is theoretical justification for consider-

> Swain distinguishes the effects of output on ‘fluency’ and
‘accuracy’. What exactly does she mean by these terms and
why is this distinction important in considering the role of
output? |

' Thinkof concrete examples to illustrate the three functions of

output that Swain proposes.

> What arguments might Krasben use to combat Swain's claims
regarding the role of output in 1.2 acquisition?

Text13
RICHARD DONATO: ‘Collective scaffolding in second
language learning’ in J. Lantolf and G. Appel (eds.}:
Vvgotskian Approaches to Second Language Research.
Ablex 1994, pages 44-5

Donato documents ways in which learners talking among
themselves are able to “scaffold’ knowledge which before-
band none of them possessed. His research draws on
Vygotsky's ideas about the role of interpersonal iateraction
in learning (see page 48 in the Survey).

Ar Speaker 1 ... and then Pl say ... fu as sowvenu notre
anutiversaire de marriage ... or should |
SAY Mon aiipersarre?

Az Specaker 2 Twas ...

A3 Speaker 3 - Tu gs ...
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Tu as souvenu ... ‘vou remembered?’
Yea, but isn't thar reflexive? Tw £'as

AG Speaker 1 Ah, tw t'as souveny.

A7 Speaker Ohoit's tu s

AR Speaker « Tw es i .
Ag Speaker tu s, firoes, tu .

Ato Speaker 1 T'es, tu tes

Art Speaker 3 tw tes

Aiz2 Speaker 1 Tu tes souvenu.

o Protocol-Aisan atrempt to” enider you remembered” into
French. The compound past tense formation of reflective [sic)
verbs in French ‘presents complex linguistic processing, since
students are required to choose the auxiliary étre instead of
avoir, select the correct reflexive pronoun to agree with the sub-
ject, form the past parriciple, which in this case is an unpre-
dictable form, and decide if, and how, the past participle will
be marked for agreement with the subject. ...

--- no student alone possesses the ahility to constract the
French past compound tense of the reflexive verh ‘“to rermnem-
ber'. Fach student appears to control only a specific aspect
of the desired construction. Speaker 1, for example, prod-
uces the correet past participle (A1) but the incorrect auxiliary
verb. Speaker 2 recognizes the verb as reflexive {As} hur
fails to select the appropriate auxiliary étre. Speaker 3, on the
other hand, understands the choice of the auxiliary for re-
flexive compound past tense forms bur does not mnclude the
correct reflexive pronoun into his version of the utterance (A7)
At this point in the interaction Speakers 1 and 2 synthesize the
prior knowledge that has been externalized during the inter-
action and simultaneously arrive ar the correct construction
{Ag-Ara). '

The interesting point here is that thesce three learners are able
to construct collectively a scaffold for cach other's performance.

-

A4 Speaker
As Speaker

b o

"

B Donato shows bow a particidar utterance can be soctally con-
structed. What else is needed 1o show that this results i1 1.2
acquisitioné ' '

U Donate’s protocol illustrates the negotiation of fornt” rather
than the ‘negotiation of n weanog”. I be s right and such inter-
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 actions can contribute to acquisition what changes need to be
smade to the input and interaction hypotheses?

o Hotr does Donato's notion of ‘scaffolding’ differ from
Swwain’'s output byputbesis?

Chapter 6
" psycholinguistic aspects of interlanguage -

Text 14
ERIC KELLERMAN: ‘Now you see it, now you don’t’ in
S. Gass and L. Selinker {eds.): Language Transfer in

Kellermarn considers two constraints on language transfer.
The first be refers to as the ‘perception of language distance’

- or the learner’s ‘psychotypology’. The” second constraint
conceras the learner’s perceptions of the markedness of an
L1 structure.

I want now to examine onc facror that will act as o constrainer
or a trigger of transfer. This is the learner’s novon of the rela~
tions between the 1.1 and L2, {I have suggested} that general
tvpological closeness of LI to L2 would be capitalized on by
learners as a result of a relatively immediate opportunity to
identify cognate forms and structures across the two languages.
As a natural by-producr of this opportunity ro make thesc asso-
ciations, one would anticipate both facilitation and interference.

However, certain interference errors would be resistant to erad-

ication, particularly in environments of minimal linguistic dif-
ference. ... Conversely, if L1 and L2 were very different, the
fack of available correspondences would, in the imual stages at
least, act as a har to transfer, since the learner is'unable to make
the necessary cross-lingual tie-ups. '

D What langiages do you consider “typologically close” and
‘typolagically distant” to your own languages

D Cart you think of any forms or structures in your L1 that you
wounld anticipate conld be cognate with the forms and strie-
tures i a typologically close language?
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Earlier T suggested thar any accurrence of linguistic equivalence
hetween L1 and L2, which thus provides the potential for trans.
fer between 1.1 and L2, will nevertheless not guaranice thar
facilitation will take place, since Li-induced constraines may act
to limit theoretically possible I forms ro an arrested subscer, The
exact parure of whar does constiture this subser will, as 1 have
already indicared, depend nor only on what 1 have called the
fearner™s psychotypology hut also on a second constraining fac-
tor, the transferability of the 11 structure, that is, the proba-
hility with which this structure will be transferred relative o
- other strnctures-tnthe -4 Transferabitity fstobeseer ag a‘the
oretical notion, which derives from native speakers’ own per-
ception of the structure of their language. If a feature js
perceived as infréquent, irregular, semantically or structorally
opaque, or in any other way exceptional, what we could in
other words call ‘psycholinguistically marked’, then irs rrarns-
ferabiliry will be mversely proportional to its degree of marked-
ness. It is important to emphasize that the relative
transferability of structures is determined by the L1 and is thus
independent of the narure of the L2, though they §sic] wilf inter-
act with the learner's pereeption of the Li-1.2 distance,
© Can you identify structures in your L1 which you porceive g
be ‘wnmarked” and this potentially transferable?
& What about structures in your L1 that you perceive as
‘marked'?
B How might the tuo constraining factors Kellerman considers
(Le. (1) the learner's perception of the L1~L2 distarce and (2)
the relative transferability of Strictures} interact?

Text 15
RICHARD SCHMIDT: ‘The role of conscivusness in second

language learning” in Applied Linguistics 11, 1990, pages
129-30

Nrashen views “acquisition’ fas opposed to learning') as g
subeanscions process. This toxt discusses different positions
relating 1o the role of conscionsness in 1.2 acquigition.

One of rhe more controversial issucs in applied Hnguistics con-
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erns the role of conscious and unconscious processes in second
ncdagc learning. On the one hand, there are many who believe
chat conscious understanding of the targer language system is
necessary if learners are to produce correct forms and use them
appropriately. In this view, errors are the resule of not know-
ing the rules of the target language, forgetting them, or not
paying atrention. There is litde theoretical support for the
most traditional form of this view; no current theory posies the
conscious study of grammar as cither a necessary or sufficient
condition for {anguage learning. .
Others firmly believe that lang,uag,c learning 1s essentlally
unconscious. Seliger has claimed thar ‘obviously, it is at the

unconscious level that language learning takes place’ (Scliger

1983: 187). Krashen (19871, 1983, 1985) has elaborated a the-
ory that rests on a distinction berween two independent
processes, genuine lcarning, called ‘acquisition’, which is sub-
conscious, and conscious ‘learning’, which is of little use in
actual language production and comprehension. .

A third commonly held position is that the issue of con-
sciousness should be avoided altogether in a theory of language
acquisition. McLaughlin, Rossman and Mcl.eod {1983) argue
against Krashen’s ‘learning-acquisition’ distinction because it
rests on what they consider to be the unsupportable distincrion
between conscious and unconscious knowledge. In a recent dis-
cussion of explicit and implicit knowledge, Odlin recommends
divorcing these concepts from the ‘notoriously slippery notion
of “consciousness” * (Odlin 1986 138).

& Schmidt outlines three positions regarding the role of con-

- sciousness in L2 acquisition. Which position is compatible

with a Vygotskian theory of L2 acguisition? Which posnﬁmu
do you think Swain adopts?

B> Which one do you f;wrm?‘? Why¢

Text 16 _

CLAUS BARCH and GaBREELE KASPER: Plans and
strategies i foreign language communicacion” i O, Farreh
and G. Kasper (eds.): Strategios i Interlanguage
Communication. Longman 1983, pages 36-7
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This text considers how to classify communication strategies.

A first broad categorization of communication strategics can he
made on the hasis of two fundamentally different ways i which
fearners mighe behave when faced with problems in communi-
cation. Learners can cither solve such problems by adopring
avaidance bebaviour, trying to do away with the problem, nor-
mally by changing the communicative goal, or by relying on
achicvenent  bebaviour, attempting to tackle the problen
~Airecrly by developing an alrernarive plan.On the hasis of these
two different approaches to problem-solving, we can draw a
distinction between two major types of strategies: reduction
strategies; governed by avoidance behaviour, and achicvernens
strategies governed by achievement behaviour.

& Can you think of examples of reduction and achievement
communication strategiess

& Qune of the achievement strategies Farrch and Kasper mention
is ‘transfer’. What is the difference between ‘transfer’” as a
corrmunication strategy and as a learning process? He
might these rwe types of transfer be distin guished?

B Farch and Kasper suggest that only achievement strategies
are likely to promote 1.2 acquisition. What do you think their
reasoning 15§ Do you agree?

C-Hapter 7-
Linguistic aspects of interlanguage

Text 17
MICHAEL LONG: ‘Maturational constraints on language

development’ in Studies in Second Language Acquisition 12,
1990, pages 2734
It has been suggested that there are eritical periods that gop-
crir tehen learsers are able to achiere native-speaker con-
petence e an 1.2, This text considers the duration of these
critical periods for differeat aspects of langirage.
Contrary to recent assertions in the lirerature, there is growing,
evidence that maturational constraints are at work in SI. learn.
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ing, and that they are not confined to phonology. Studies show-
ing an ‘mitial rate advantage for adults over children and for
older aver younger children in carly synrax and morphology
should be interprered as just that—a shore-lived rate advantage.
They do not show rhat older children or adules are begeer fearn-
ers. On the contrary, starting after age 6 appears tw make it
imposs-ibic for many learners (and after age 12 for the remane-
der) to achieve native-like competence in phonology; starting
tater than the early teens, more precisely 2 frer age 15, s€ems 0
create the samc problems in  morphology and  syniax.
Preliminary results suggest that similar generalizations will
evenrually be found to hold for lexis and coliocation, and for

certain discourse and pragmatc abilities.

While the superior long-term achievement of younger learn-
ers is consistent with the notion of maturational constraints on
most dimensions of SLA, the apparent inability of older learn-
ers to attain native-like proficiency if they begin after a certam
age further suggests that there is a sensitive period for learning.
The precise limits of this period are still unclear. The available

~data suggest, however, thar exposure necds to occur before age

6 to guarantce that an SL phonology can become native-like
(given sufficicnt opportunity) before age 15 if the morphology
and syntax are to be native-like, and somewhere between those
ages for the remaining linguistic domains. That 15 to say, there
is probably not just one sensitive period for SLA, but several:

one for phonology, one for morpho-syntax, and so on. No
“doubt, as with sensitive periods in many aspects of haman and

other animal development, there is some overlap due to the rela-
tionships among sub-systems across linguistic domains, and
some variation across individuals.

The easiest way to falsify such claims would he ro produce
learners who have demonstrably attained native-like proficiency
despite having begun cxposure well after the closure of the
hypothesized sensitive periods.
> Why do you think older children and adults enjoy “a shart-

lived advantage” over children in learning an 1.27

& What explanations can vou offer for the failure of adiedts 10
achicve native-like competence inan 1.27
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& What explanation can you give for the existence of different
sensttive periods for phonology and me rpbo-syntax?

B> Do you kuow any 1.2 learners whe hegan learning as adults
but bave achioved native-like proficiency?

Text 18
EYDIA Wilirrz “Second language acquisition and universal
gramunar’ in Studics in Second | angudge Acquisition (s,

1990, pages 1278 R

Inn this text White considers bow researchers can set about
mvestigating whether Universal Grammar (U G) is still avail-
able in 1.2 acquisition,

It 15 nor sufficient to point to general differences between L1
and L2 acquisition to argue for non-availability of UG, or 1o
general similarities to argue for its availability. UG is a claim
abour knowledge in a particular domain, a claim that our
knowledge of language is constrained by certain abstracr but
crucial principles. Thercefore, the porential availahlity of UG in
1.2 acquisition must be investigated within this same domain, If
UG is no longer available to adulrs, and second tanguage acqui-
sition proceeds by means of general cognitive abilities, 1.2 learn-
ers should not be able to work out abstract propertes of the
L2 which are underderermined by the input data. Where the
input 15 insufficiently precise to aliow L2 learners to mduce
the relevant properties of the grammar, they should not be able
to achieve full success. Thus, one form of evidence for the
hypothesis that UG operares in 1.2 acquisition will be evidence
thar 1.2 learners ‘in facr areain the kind of complex and subtle
knowledge which is attriburable to UG.

However, L1 knowledge is a confoundi ng factor. If a partic-
ular principle of UG operates in both the L1 and L2, and if 1.2
learners show evidence of observing this principle, this could be
arrributed to transfer of L1 knowledge. Similarly, if 1.2 Tearners
show cvidence of applying 1.1 parameter sertings to the 1.2, this
s actually neutral concerning the availa bility or non-availabiliry
of UG, Thus, the strongest arguments in favor of the vperation
of UG (complete or partial) in 1.2 acquisinion will be made in
cases where effecrs of the 11 can be minimized.
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in order to eliminate the L1 as a source of UG-like know-
ledge, two situations can be isolated, one relevant to the oper-
arion of principles and the other relevant to parameters. In the
case of principles, 1f UG is notavaiable, then L2 learners shoutd
ot be abie to sort our aspects of the 1.2 where both of the fol-
towing haold:
2 some principle operates in the 1.2 but not the LI, and

b the input underderermines the L2 grammar.

‘Similarly, in the case of parameters, 1.2 learners should not be
able to acquire the 1.2 value of a paramcrer where:

a the Ll and [ 2 havc dlffercnt values frar some ¢ parameter, and

If 1.2 learners successfully arrive at the relevant properties of
the L2 under such conditions, then there is support for the claim
that UG is stll truly accessible,” rather than inaccessible or
weakly accessible only via the L1.
> What do you think White means by ‘general differences
between L1 and L2 acquisition’d Can you give examples?
Why are these 1ot sufﬁc'ie;zr to demanstrate the non-existence
of UG i 1.2 acquisition?
D> Jnwhat way is the 1.1 “a canfounding factor’ in investigating
- theavailability of UG in 1.2 acquisitioni What is White's solu-
tion to this problem?
& What does White mean by ‘the input underdetermines the 1.2
grammar'? Why is it necessary to investigate granvmatical
broperties where this is the case?

Chapter 8
Individual differences in L2 acquisition

Text 19
PETER SKE1TAN: {ndividual Differences in Second- [dnqmmc
Learning. Edward Arnold 1989, page 37

Skehdn argues that different types of language apritude may
be involved in different types of language processing.
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The major point is to connect this aptitude research with con-
temporary linguistics. Although most linguists aim ar the parsi-
monious and clegant description of language structure, this view
has recently come under some attack. In terms of acquisition,
Peters {1983) proposes that the units of the lingoist need not be,
and are not likely to be, the units of the language learner, Learners,
she proposes, frequently operate with chunks of language on an
‘analyse only if you have t” principle. These chunks could poten-
tially {in linguisric terms) he related to one another and therefore
- "St(Tl"&d'“".’!ﬂd“p’l‘(?’dﬁlfﬁd '"mnrc*ccnnamimﬁy;'“btrr‘"a“hnguage*mr“mr e
learner) will not necessarily carry our such analyses if (a) the sep-
arate chunks funcrion effectively in conveying the meanings
mtended, and (b) the learner is equipped with a memory system
which can tolerate this inefficiency and redundancy. ...

The aptitude research seems to embrace both the linguistic'and
the “chunking’ viewpoints, however, suggesting two different ori-
entations to language development-—one linguistic, and one
memory-based. One type of learner seems to have a language
learning orientation which stresses the analysability of language
while the other, perhaps more expression-oriented, is more apt
o rely on chunks of langoage and efficient memory. ... Whar
the aptitude rescarch may have been reflecting is the existence of
two contrasting orientations to language and language learning,

> What exactly are the ‘two contrasting orientations to lan-
guage and language learning that Skeban bas in mind?

B Look back at the description of the components of language
aptitude in the Survey (page 74). Can you relate the compo-
nents to the two orientations Skeban refers to?

What is your own orientation to language learning?

\¥}

Text 20
GRANAM CROOKES and RECHARD SCHMIDT: ‘Motivation:

Reopening the rescearch agenda™ in Language Learning g1, -
£99 1, Page 480 '

i this text, the case for what is referred to as “intrinsic moti-
vation’ (see page =6 in the Survey) is put, particularly where
language teaching is involved.

T et e e e e e e
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e have referred to the invalidity of SL treatments of motiva-
ion in terms of their distance from everyday, nontechnical con-
cepts of what it means to be motivated. When teachers say that
o seudent s motivated, they are not usually concerning them-
selves with the student’s reasons for studying, bur are observ-
ing thar the smudent does study, or ar least engage In
reacher-destred behavior in the classroom and possibly outside
i-. kost teachers wish to motivate students ... and artempt 1o
do so in a variery of ways, of which altering attitudes to the
subject matter is just one. In general, it is probably fair to say
that reachers would describe a student as motivated if he or she
becomes productively engaged in learning tasks, and sustains

- that-engagement; without-the need for continual-encouragement—

or direction. They are more concerned with motivation than
affact. This teacher-validated use of the term motivation has not

“been adopted by SL investigators, but it is very close to the con-

cept of motivation that has been substantially explored outside

SLA, particularly in social and educational psychology.

> Crookes and Schmidt are reacting to the socio-psychological
view of mutivation prevalent in second language research.
What is this view? (see Survey pages 7561,

0> What alternative view of motivation do Crookes and Schmidt
offer? '

0 Can yvou suggest some of the ways in which teachers attemp?
to mativate their students other than “altering attitudes to the
subject’?

Text 21 e :
REBECCA OXFORD: Language Learning Strategies: What
Every Teacher Should Know. Newbury House 1990, pages §~9

Learners employ learning strategies to assist them in their
attemipts to learn an 1.2. This text identifies different types
of leariing strategies.

& . . . .
Al appropriate language learning strategies are oriented toward

_the broad goal of communicative competence. Development of

COMMUICATVE COMPLCLCRCC FEQUIres realistic mteraction among
learners using meaningful, contextualized language. Learning
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strategies help learners participate actively in such authentic

communication. Such strategies operate in both general and spe-

cific ways to encourage the development of communicative com-
petence.

 Iriseasy to see how language learning strategies stimulare the
growth of communicative competence in general. For instance,
metacognitive (‘beyond the cognitive’) straregics help fearners to
regulate their awn cognition and to focus, plan, and evaluare
their progress as they move roward communicative competence,

- Affective straregies develop the se f-confidence and perseverance
needed for learners to involve themselves actively in language
learning, a requirement for attairming communicative compe-
tence. Social strategies provide increased interaction and more
empathetic understanding, two qualities necessary to reach
communicative competence. Certain cognitive strategies, such as
analyzing, and particular memory strategies, like the kevword
technique, are highly usefuf for understanding and recallj ng new
information—important functions in the process of becoming
competent in using the new language. Compensation strategics
aid fearners in overcoming knowledge gaps and continuing to
communicate authentically; thus, these strategics help commu-
nicative competence to blosson.

& What arc the different kinds of learning strategies Oxford
mentionss Try to write a clear definition of each type and to
give an examiple of each.

> Think about bow you would perform a real-life task in a for-
eign language (for example, complainin g about your room to
the manager of a botel). What specific learning strategies
might you use in this task? Try to classify them according to

Oxford’s general types.

Chapter 9 |
Instruction and L2 acquisition

Text 22 :
PATSY LIGHTBOWN: ‘Getting quality input in the
second/foreign language classroom™ in C. Kramsch and
5. McConnell-Giner (vds. ): Text and Context: Cross-
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_.so.that Jearners could see how their interlanguage differed from

Disciplinary Perspectives on Language Study. D.C. Heath
and Company 1991, pages 192—3

It this extract, Lightbown describes twa experimental stud-
jes involving forn-focused instruction whick she carvied out
with Lydia White, Nina Spada, and {.eilu Ranta.

I two experimental studics, we provided teachers n the inten-
sive ESL classes (in Quebec) with teaching materinds focusing

on two aspects of English thae the fearners were far from mas-
rering. The aim of these studies was to explore che cffect of
introducing more correct examples of targer language structures
rogether with some focused instruction and corrective feedback

rarget language rules.

In the first, we asked some intensive program teachers to
teach students that, even though adverb placement in English is
relatively free, there is one position where English aoes not nor-

mally allow adverbs in simple sentences: between the verb and .
direct object. Note that this is not the case in French, where this,
position is altowed.

* Mary buys often flowers for her mother.
Marie achéte souvent des feurs pour sa mére.

After two weeks (approximately nine hours of instfuction), of
relatively brief daily activides involving both ‘consciousness
ratsing’ (through the presentation of examples, corrective feed-
back on error} and communicative activities where adverbs were
used, students in the experimental group were dramarically bet-
ter than a control group who had not had these lessons. ... Five
weeks later they were still performing with a high level of accu-
racy. One year later, however, they had slipped back to a level
nor significantly different from the pretest performance. ...

In the second experimental study we prepared mstructional
packages for the teachers on the formation of English questions,
both yesfo and wh types. French has a large variety of ways
to form grammatical questions. French-speaking learners of
English might be expected to assume, once they idennfy some
of the English question forms that both French and English
perrnit, that English has the same range of questions {with the
same pragmatic force) as Frenche
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The design of rthe study was similar co that of the adverh
study reported above. The instruction included consciousness
raising and commuonicative activities with opportunities for
teachers to provide corrective feedback. And the results of the
study were somewhar similar, Thar is, students performed sig-
nificanty berter afrer instruction than before instruction on a
variery of tasks—uoral and written—in which they cither pro-
duced questions or indicated which of two QUESTIONS Was more
correct {or whether both were equally correct or incorrect). The

R
improving. Their accuracy in using questions and in judging the
grammaticality of questions had not slipped. back to pre-
instruction levels.

B What do the two experiments that Lightbown describes show
about the effectiveness of instruction?

B Why do you think the effects of instruction wore off in the
case of adverb position?

D Why do you think the effects of instruction proved durable in
the case of guestion fornation?

B How could you test your ideas?

Text 23 .
 FRED ECKMAN,LAWRENCE BELL,and DIANE NELSON:

"~ "*On the generalization of relative clause instruction in the
acquisition of English as a second language® in Applied
Linguistics 9, 1988, pages 3 and 8-710
Here is an account of a study that investigated whether 1.2
learners can generalize knowledge about marked granmmat-
fcal structures to linked unmarked structures (spe page 83 of
the Survey).

This paper reports an experimental study intended 1o test the
generabization of instruction in second langnage learning. A
group of students in an English as a second language program

- served as subjects for special instruction in relative clause form-

ation. The subjects were given a pre-test on combining two sen-
wnees meo one sentence containing a relative clause where
cither the subjeer, object, or abject of preposition was the rela-

READINGS




-

rivized noun phrasc. Based on the pre-test results, four cqual
groups were formed, three of which served as expernmental
groups and one as the control group. Fach experimental group
was given instruction on the formation of only one type of rel-
ative clause. The subjects were then given a post-test. ...

Fach of the pre- and post-tests was scored on the basis of
whether or not the stadent produced the correct target sentence.
Only errors relevant to the formation of the target relative
clause were counted. ...

... the majority of errors involved the structure of the rela-
tive clause itself. A frequent error type was the insertion of a

T resumptive pronoun in the position from which the NP was rel-
stivized. Another error type involved the failure to delete the
relativized NP from its original, pre-relativized position. These
errors are shown in (a) and (b} respectively:

a Target: Joan read the book that Martin sold to Bill.
Error:  Joan read the book that Martin sold it to Bill.

b Target: The teacher found the paper that Alex threw in the
trash can.
Error:  The teacher found the paper that Alex chrew the
paper in the trash can.

.. The number of errors per group, broken down by relative
clause structure, for both the pre- and post-test are shown in

the Table.
Pre-test Posr-test
Subj. Obj. OF Subj. Obj. OP
str.  sfr. str.  str. str. ST
Subject group 34 36 42 4 25 38
Object Group 32 32 42 10 2 38
Direct object group 35 29 42 © 4 !
Control group :7 30 42 23 30 42

TABLE to: Nuntber of errors per group by relative clanse
structure
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O Whar do Eckman et al. mean by “generalization of instruc-
ton'?

> Why are relative clauses an appropriate grammatical striec-
ture to test whether ‘generalization of instruction” rabes

place?
D What do the results shown in the Table show about the effects
of the instruction?
B What are the implications of this study for teaching?
Do you find this study convincing or do you bave some reser-
vatons?

Chapter 10
Conclusion: multiple perspectives in SLA

Text 24

KEVIN GREGG: ‘Second language acquisition theory: a case
for a generative perspective' in S. Gass and J. Schachrer {eds.):
Linguistic Perspectives on Second Language Acquisition.
Cambridge University Press 1989, pages 31 and 35

There is a debate in SLA about the role of theory. Should
SLA strive for a single theory that can guide a progrant of
research? Or should it accept a proliferation of théories?
Here 1s one view.

Actually, in the absence of a formal theory, we get not only infor-
mal description, but also a proliferation of terminology, either
produced ad hoc (‘creative construction’, Krashen’s ‘output fil-
ter’, Tarone’s “capability continuam’, the various ‘comperences’,
etc.; my favorite invention is ‘semantc clour’} or imported
unthinkingly from other disciplines; added to this are a Tot of flow
charts and diagrams. In the absence of a theory we run the risk
of getting mired in sterile taxonomics that, however plausible or
locally useful, are nor constrained by any principle. .

Although there is a grear deal of SLA research goimny
on, what is much harder o find is a research program. In SLA
research in general, there has been linde sense of an averall
guiding purpose heyond the general one of finding our things.
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Why do you think terminology proliferated in SLA? Do you
think Cregyis right to criticize thisé

What does Grege mean by “a rescarch program’? Do you
think be is right to complain that this bas been nussing from
SLA?

O f the varivus perspectives on S1LA you bave examined in this
boaok (sociolinguistic, discourse, psycholinguistic, linguistic,
individual differences, pedagogic) which one do think is best
equipped to provide SLA with ‘an overall guiding purpose’s

READINGS

121



SECTION 3
References

The references which follow can be classified into introductory

nical (marked mm0), and specialized, very demanding (marked
mun).

Chapter 1
intraduction: describing and explaining 1.2 acquisition

ROO
VIVIAN COOK: Second Lanyguage Learning and 1 Lunguage

Teaching. Edward Arnold 1991
A clear account of the main arcas of 1.2 acquisition of relevance to
teachers. A uscful feature is the use of surmary boxes.

&0
ROD ELLIs: Understanding Secnind Language Acquisition.

Oxford University Press 1985
This book constitutes a general introduction to the key issues in
SLA and reviews research carried out in the 19708 and early
19805,

Wl

ROD ELLis: The Study of Second Langage Acquisition.

Oxford University Press 1994
This provides an up-ro-dare and very derailed sccount of SLA. Trs
lengrh {over Boo pages) makes it best suited for use as a reference
book. Features of this hook are rables that review rescarch studics
N particular arcas of enquiry and an extensive glossary. '

REFERENCES

[
T







11y

M0
SUSAN GASS and LARRY SELINKER: Second Langnage
Acguisition: An Introductory Course. Lawrence Erlhaum
1994
This provides a review of the major arcas and arrempts to inte-
grate these into a single framework. There s a separate chapter on
the L2 acquisition of vocabulary. The hook also provides *Points
for Discussion’, offers 1.2 data for analysis, and includes a glossary.

L%
DIANE LARSEN-FREEMAN and MICHAEL LoNG:
Ant Introduction to Second Language Acquisition Research.
Longman 1991
In addition to reviewing the major issues in SLA, this book also
provides two excellent chapters on research methodology in SLA.
Each chaprer is also followed by comprehension and application

questions.

»
PATSY LIGHTBOWN and NINA SPADA: How Languages are

Learned. Oxford University Press 1993

A very readable introduoction to those issues in SLA which are of

direer interest to teachers.

[ T to0
BARRY MCLAUGHLIN: Theories of Second-Tangnage
Learaing. Edward Arnold 1987
This differs from rhe other introdactory books in that it focuses
on the major theories in SLA. These are explained clearly and cri-
tigued fairly.

R , .
BERNARD SPOLSKY: Conditions for Secand Langiage

Learning. Oxford University Press 1989

Spolsky offers a general theory of 1.2 acquisition in the form of a

series of conditions which are either necessary for or facilirative of

£.2 acquisition.
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RICHARD TOWELL and ROGER HAWKINS: Approaches to

Second Language Acquisition. Multlingual Matters 1994
A well-wrirten introduction that focuses on twa principal aspects
of SLA (UG and variability). [ts uniqueness lics in the attempt to
develop a general model thatincorporates both of these aspects.

Chapter 2
The nature of learner language

mul
KATHLEEN BARDOVI-HARLIG and DUDLEY REYNOLDS:

—The roleof fexicalaspect in the-acquisition of tense-and
aspect’ in TESOL Quarterly 29, 1995, pages 10731
An interesting account of how various factors shape the develop-
ment of past tense. markers based on the authors’ own research.

This article informed the discussion of the acquisition of the past
tense in the Survey.

00 | e

5. PIT CORDER: "The significance of learners” errors’ in [ater-

national Review of Applied Linguistics 5, 1967, pages 161—
In this seminal article, Corder fays our the rationale for investigar-

ing learners’ errors.

L. AN

$. PIT CORDER: ‘Error analysis™ in S. Pit Corder and P. Allen
teds.): The Fdinburgh Course in Applied Lzzzqwsrzcs Vol. 3

- Oxford University Press 1974

This provides a clear burt technical account of the main proce-

- dures involved in identifying, describing, and explaining errors.

CAmily
HEIDI DULAY, MARINA BURT. and STEPHEN KRASHEN:
Languge Tivo, Oxtord Universiry Press 1982

Overall, this book presears a rather parrial view of L2 acquisition
~burthe chapter on errors (€ Thaprer 7} is balanced and informarive.

This book also provides a summary of the carly Fescarch on aceu-
racy orders.
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 Tuhe
JACK RICHARDS: Error Analysis. Longman 1974
This contains a number of key arricles including Corder’s “The
Significance of Learners” Errors” and Selinkers ‘Interfanguage’. A
minor classic in the ficld. '
=N
ELAINE TARONL: Variation in nterlanguage.
Fdward Arnold 1988

~ This provides a survey of the work on variability in learner fan-
guage and also examines different theoretical accounts of vari-
ability.
aEw
RICHARD TOWELL, ROGER HAWKINS, and NIVES
BAZERGUI: ‘Systematic and nonsystematic variability in
advanced language learning’ in Studies in Second Language
Acquisition 15, 1993, pages 439-60
Very technical, but important because it attempts ro show how
the stages of 1.2 acyuisition reflect different types of variability.

AR

GORDON WELLS: The Meaning Makers.

Hodder and Stoughron 1986
Wells provides a very readable introduction to the study of L]
acquisition based on his own extensive research. Chapters 2 and 3
deal with acquisitional sequences.

Chapter 3
interlanguage
There are general accounts of interlanguage theory in Ellis
{1994), Gass and Selinker (r994}, and Larsen-Freeman and Long
{199 1}—sce references for Chapter 1. A nuniber of carly arricles
on mrerlangiage can be found in Richards {197.4)—sce references
for Chapter 2.
S.PUE GORDER: Frror Aualvsts and Interlangiage.
Oxford Umiversity Press 198
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, An invaluable collection of Corder’s papers which show some-
ching of the development of “interlanguage’ as a theory.

10

ALAM DAVIES, CLIVE CRIPER, and ANTHONY HOWATT

(eds.j: Interiangrage. Edinburgh University Press 1984
£ set of ‘state-af-the-art papers originally given ata conference in
wonour of Pir Corder. They reflect the way interlanguage theory
developed in the ten or sa years from its birch.

i
LARRY SELINKER: ‘Interlanguage’ in International Review
of Applied Linguistics 10, 1972, pages 209-31
o Thisarticle s noteasy-toread; but-ir gave SLA theterm-Yinterlan— ——
guage’ and it contains a rich seam of theoretical ideas that is st
being mined today.

Chapter 4
Social aspects of interlanguage

AEE
LESLIE BEERE and HOWAKRD GILES: "Accommodation
theary: a discussion in terms of second language acquisition”
in [irternational Journal of the Sociology of Language 46,
1984, pages 5—32
This arricle critiques the view of varability as a stylistic con-
tinuumm, outlines Giles’s accommodarion theory, and applies it o
2 acquisition.
mED N
L. DICKERSON: ‘The learner’s interlanguage as a system of
variable rules’ i TESOI Quarterly g, 19735, pages 40t=7
An interesting report of an empirical study of Japanese learners”
variable use of /z/ in English that illustrates the ‘srydistic con-
nnuum’,
B
BONNY PEIRCE: ‘Social identivy, investment, and language
fearning’ in TESOI. Quarterty 29,1995, pages 9-31
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A powerfully argued paper in which the case for a socially con-
structivist view of L2 acquisition is developed and illustrated

through case studies of adult learners.

K] '
JOHN SCHUMANN: The Pideinization Process: A Modef for

Second Language Acquisition. Newbury House 1978
An account of a fossilized learner of English together with an out-
line of the acculturation model.

ELAINE TARONE: ‘On the variability of interlanguage

systems’ in Applied Linguistics 4, 1983, pages 143-63
Tarone argues the case for viewing the learner’s interlanguage as a
continuum of styles ranging from the ‘careful’ to the ‘vernacular’.

Chapter 5
Discourse aspects of interlanguage

116

R. DONATO: *Collective scaffolding in L2 learning in

1. Launtolfand G. Appel (eds.): Vygotskian Approackes o

Second Language Research. Ablex 1994
An well-iftustrated account of how learners can co-construct
grammarical structures and subsequently usc them unassisted.

&

L ¥ . -

EVELYN HATCH {cd.): Second Language Acquisition.

Newhury House 1978
This collection contains Wagner-Gough'’s article on scaffolding in
learner discourse and Harchs own seminal article on how dis-
course shapes L2 acquisition in chiidren and adults.

T : o
EVELYN HiATCH: "Simplified input and second langaage
acquisition” in R. Andersen (ed.): Pidginization and
Creolization as Langnage Acquisition. Newbury House 1983

A clear summary of the main types of input modificarion found in

forcigner ralk rogether with a discussion of how they Ay assist

L.2 acquisition.
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WD
STEPHEN KRASHEN: The Input Hypothesis: Issues and
Implications. Laredo Publishing Company 1993
Krashen presents his overail cheory of £.2 acquisition in which the
input hypothesis s central a nd also reviews refevant research.
EEE
MICHAEL LONG: ‘Native speaker/non-native speaker
conversation and the negotiarion of comprehensible input’
in Applied Linguistics 4, 1983, pages 126-41
A detailed account of the different types of interactional modifi-
cation found in the negotiation of meaning Long considers

'Y jw
MERRILL sWalN: ‘Three functions of output in second
fanguage learning’ in G. Cook and B. Seidlhofer {eds.}:
Principle and Practice in Applied Linguistics. Oxford
University Press 1995
Swain outlines and illustrates from her own and others research
how output can assist L2 acquisttion.

E0
NESSA WO LTSON: Perspectives: Sociclinguistics and
TESOL.. Newbury House 1983

This provides an account of various aspects of L2 learner dis-
course, including a summary of her work on compliments.

Chapter 6
Psycholinguistic aspects of interianguage

L_l transfer

ANE

SUSAN GASS and LARRY sPLINKER {eds): Lanugnage

Transfer in Language Learning. Newbury House 1984
This contains a varicty of articles on rransfer, including those that
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SECTION 4 |
Glossary

Page references to Section 1, Survey, are given at the end of each entry.

- accesshbility hierarchy "An implicational ordering of relative pro-

noun functions (e.g. subject, direct object) in terms of rheir
degree of markedness. {64]

accommadation theory According to this theory, social factors
influence rhe extent to which speakers seek ro make their
speech similar or dissimilar to the speech of cheir interfocurors.
See convergence and divergence. {39)

acculturation model According ro this theory, various social and
psychological factors govern the extent to which learners are
able to adapt t the target language culture and, therehy,
acquire the L2. See social distance and psychological distance.
{39] _

accuracy order The ranking of grammatical morphemes accord-
ing to the accuracy with which each morpheme is produced in
learner language. See acquisition order. {21

acquisition order The ranking “of grammatical morphemes
according 1o when each morpheme is acquired by learners.
Some researchers equate the accuracy order with the acquisition
order. {21}

auto-input This refers to the possibility that learners’ own our-
put can serve as input to their language acquisition mech-
antsms. {49}

avoidance Avoidance is said to occur when specific target lan-
guage features are under-represented in learner production in
comparison to native-speaker production. Avoidance may be
caused by L1 transfer. {51}
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backsliding This is said to occur when learners employ a rule that
belongs to an earlier stage of development than the learner’s
current stage. [34)

behaviourist learning theory A general theory that views all learn-
ing as the formation of habits through environmental stimu-
Iation. [31}

careful style The term used by Labov to refer to the language
used when speakers are attending to and mrm:tm‘mg thur

- greech: See styfisticeontipmem, {377 — ~ - 7 T

case study A detailed and usually longttudma! study of a single
learner. [6]

communication ‘strategies The strategies used by both Aative
speakers and L2 learners to overcome communication prob-
lems resulting from lack of linguistic resources or inability o
access them. [51]

comprehensible input That part of the total inpurt that the learner
understands and which is hypothesized to be necessary for
acquisition to take place. {47]

consciousness-raising A type of form-focused instruction
designed to make learners aware of a specific linguistic
feature. {85]

contrastive analysis A set of procedures for comparing and con-
trasting the linguistic systems of two languages in order to iden-
tify their structural simitarities and differences. [52)

convergence The process by which speakers make their speech
similar to their interlocurors’ speech. L2 acquisition can be
viewed as ‘long-term convergence’ towards native-speaker
norms. See accommodation theory. [39]

critical period hypothesis This states that targer-language
competence in an L2 can only be achieved if learning com-
mences before a certain age (e.g. the onset of puberty) is
reached. {67)

divergence The process by which speakers make their speech dif-
ferent from rheir interfocutors” speech. Frequent divergence
can be considered to impede L2 acquisition. Sec accommodation
theory. [33]
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errors Deviations in usage which resulr from gaps in learners’
knowledge of the rarget language: ¢f. mistakes. (12, 17]

explicit knowfedge The 1.2 knowledue of which a learner is aware
and can verbalize on request. [56]

foreigner tatk Tho varicty of language used by native speakers to
address non-native speakers. {45

form—function mapping The identification by the learner of a par-
ricutar function which can be performed by means of a parricu-
lar form. The ensuing *mapping” may or may not correspond to
rarget-language norms. [28]

formulas Chunks of language that are stored either as complete

“units (e:8. °I don't know'] or a5 partially analysed saics (e
‘CanI have a ?'}. Formulas are lexical in nature: of. rule.

. 18

. fessilization The processes responsible for the cessation of learn-
ing some way short of rarget-language comperence. Most 1.2
learners’ inrerlanguages fossilize. (29]

free variation The random use of two or more variants of a struc-
ture. {28] |

glabat errors Lrrors thar affect averall senteace structure {e.g.
word order errors). See local errors. [20]

implicit knowledge The L2 knowledge of which a learner is
unaware and therefore cannot verbalize. 156]

mput The.samples of oral and written language a learner is
exposed to while learning or using a particular L2. (5]

input-based instruction Instruction that aims ro teach learners 2
linguistic item by systematically exposing them to itin the input
rather than by giving them opportunities to produce it them-
selves. [(84)

input flooding A type of form-focused instruction that involves
supplying learners with plentiful positive evidence of a specific
linguistic fearure. (86) '

input hypothesis The h vporhesis advanced by Krashen ro explain
how learners subconsciously acquire language from inpur they
comprehend. See comprehensible input. [47]
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instrumental motivation The degree of effort a learner puts into
fearning an L2 as a result of the desire to achieve some func-
tional goal (e.g. to pass an exam). [75]

intake That portion of the input that learners attend to and rake
into short-term memory. Intake may be subsequently incorpo-
rated Into interlanguage. [35]

integrative motivation "I'he degree of cffort a learner purs into
learning an 1.2 through an interest in a desire to identify with
the target-language culcure. [78)

— e - — - interaction-hypethesis Thename given to-claim that the-mrerac——— :
tional modifications resulting from the negotiation of meaning
facilitate acquisition. {47]

interfanguage A rerm coined by Selinker to refer to the system-
atic knowledge of an L2 that is independent of both the target
language and the learner’s L1. [31]

interfanguage continuum The series of interim systems that a
learner constructs in the process of acquiring an L2. {33]

investment Learners’ commitment to learning an L2, which is
viewed as related to the soctal identities they construce for
themselves as learners. [42]

itemn learning The learning that is involved in learning separare
and discrere items of language—e.g. learning that “maison” in
French takes ‘Iz and thac “pastalor’ takes *le™: of. system learn--
ing. [13] .

intrinsic motivation The degree of effort a learner makes rorjearn
an L2 as a result of the interest generated by a particular learn-
ing activity. [75]

L1 transfer The process by which the learner’s L1 influences the
acquisition and use of an L.2. {51]

Language Acquisition Device (LAD) According to Chomsky, the
innate language faculty responsible for 1.1 acquisition: cf.
Universal Grammar {UG). [32]

language aptitude The special ability that people have, invarying
degrees, for learning an L2, 18, 73)

learner language The term given to the language that learners
produce in speech and writing during the course of lang Tuage
acquisition. [4]
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fearning strategy A behavioural or mental procedure used by
[earniers 1o develop their interlanguages. See communication
strategies. |34, 78]

linguistic comtext The language thar sorrounds o particular
grammuancal fearure and which may isfluence the particular
form a learner chooses to use. (26)

local errars hrrors that affece single elements in a sentence {e.g.
errars i the use of preposirions), See global errors. 20] _

markedness This refers co the general idea thar some linguistic
features may be more ‘basic’ or ‘narwral’ than others. More
technical definitions based on linguistic theory also exist. [70)

~mentalist. A mencalist theory of language learning emphasizes ..

the learner’s inniate capacity for acquiring a language. {13, 31]
mistakes Deviations in usage that reflect learners’ inabiliry to use
what they actually know of che target language: of. ervors. [17)
motivation The effort learners put into Jearning an L2 as a result
of their desire or need to learn it. See also integrative motiv-
ation, instrumental motivation, intrinsic motivation, and resultative
motivation. [75]

multidimensional model A theory of L2 acquisition proposed by
Meisel, Clahsen, and Pienemann. It distinguishes developmental
and vartational fearures according to whether they are governed
by processing constraints or socio-psychological factors. [58)°

negative evidenceffesdback Information given directly or in-
directly to learners that an interlanguage hypothesis is incorrect.
(47, 67} S

negative transfer Language transfer that results in ercors. See L1
transfer. {51} '

negotiation of mesning The inreractive work that takes place
between speakers when some misunderstanding occurs. It
results in interacrional modifications hypothesized to aid
aCqLISITIon. {46)

noticing The process by which learners pav conscious atrention
to hinguistic features in the tnput, {55]

notice the gap The provess by which learners Pay Conscious
artention ro the differences berween linguistic featores in the
tinput and their o ouTpur. (57) B
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omission Deviations in usage that arise when learners leave out
words or parts of words (¢.g. omission of the article in *“He wenrt
into shop’). [19]

operating principtes Slobin's term for the strategies children use
during L1 acquisition ro segment and analyse input, and which
account for regular properties of their ourput. [57)

overgeneralization The oversuppliance of an interlanguage feature
in contexts in which it does nor occur in targer-language usce {e.g.
‘He ated ice-cream.’) Overgeneralizations result in errors. [19]

- — overuse - The overuse of some-feature-{eu simple - coordimate —

structures) where some other feature {e.g. relative clauses) is
preferred in target-language use. Overuse may or may not
resultin errors. [11,52]

paraliel distributed processing A model of language that views
language use and acquisition as involving a complex network
of interconnections berween units rather than rules. (62)

pidginization The process by which pidgins (i.c. contact lan-
guages) are formed; according to Schumann, L2 acquisition
may involve a similar process. {40}

positive evidence Input that shows the learner whatis grammati-
cal but not what is ungrammatical. [66]

positive transfer Language transfer that facilitates the acquisi-
tion of target-language forms. See L1 transfer. {51]

poverty of the stimulus The inability of input to provide the {in-
guistic information needed for language acquisition. [66]

processing constraints Mechanisms that block learners™ ability
to perform the permurations involved in different grammarical
structures {e.g. produce wh- questions with inversion). {59]

production-based instruction A type of form-focused instruction
thar aims to teach a specific linguistic feature by eliciting sen-
tences containing it from the learner. {84]

psycholinguistic context The aspects of the context in which com-
munication takes place which influence the extent to which Jearn-
ers are able to plan or self-correet what they say or write. [27]

psychological distance The distance between the fearner and the
target-language community resulting, from psychological fac-
tors such as language shock and mortivation. See accommodation
theory. {40}
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restructuring The process by which learners reorganize rheir
interlanguage in the light of new evidence ahout the target
language. It can oceur as a result of a shifr from item learning to
system learning. [23]

restructuring continuum This refers to the idea thar interfanguage
development consises of learners gradually replacing L1 rules
with target-language eules. (54

resultative motivation The motivation that learners develop as a
result of their success in learning an 1.2.{75]

rule A menral representation of some abstract property of
grammar. Rules are part of grammatical competence and
allow a speaker to construct entirely novel sentences: of.

. fﬁfﬂiﬁ*as:{ﬁ,}gi B e e e i e a ea

scaffolding The process by which learners urilize discourse to
help them construct structures that lie ourside their compe-
tence, (48]

sequence of acquisition The stages of development through
which learners pass when acquiring grammatical structures
such as past tense or learning how to perform language func-
tions such as requests. {21)

silent period Somc 1.2 learncrs, especially children, undergo 2
lengthy period during which they do norery ro speak, although
they may engage in *private speech’. {20)

situational context The acrual situation in which communicarion
takes place. Situational factors such as who a learner is talking
to influence the choice of linguistic forms. [26)

social distance The distance berween the learner and the
target-language community resulting from various social fac-
tots such as ‘social dominance” and ‘enclosure’. See accultura-
tion model. {40)

speech act An action performed by the use of an urterance, in.
speech or writing, to communicare. [53]

stylistic continuum The idea thar a variable mrerlanguage con- -
sists of a number of styles ranged from a careful style 1o a ver-
nacular style. [37] '

System fearning L.carning the abstract rules thar underdie the use
of linguistic irems, e.g learning when a French noun takes *4°
and when it rakes Ye”. (13)
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target language The language that a learner is rrying to learn. {4]

teachability hypothesis The hypothesis thar reaching learners a
grammarical structure will only be successful if they are devel-
opmentally ready to learn it. [82)

transfer See L1 transfer. [19] _ .

transitional constructions The interim grammatical strucrures
that learmers manifest during the sequence of acquisition.
Different interim structares arc evident at different stages of
development. [23]

Universal Grammar (UG) Chomsky’s term for the abstract princi-
ples that comprise a child’s innate knowledge of language and
~that guide L1 acquisition. {65} :
U-shaped course of development The pattern of learning evident
when learners use a correct target-language form ar one stage,
replace it with an ungrammatical interlanguage form, and then
finally return to use of the correct rarger-language form. [23]

vernacular style The term used by Labov to refer ro the language
used when speakers are communicating spontancously and
freely and consequently not attending to the forms they choose.
See stylistic continuum. {38]

zone of proximal development Vygatsky uses this erm to refer to

the cognitive level that a child is not yet at but is capable of per-
forming at with adult guidance. 48] '

i44 GLOSSARY



ﬁ@kﬁ@wiedgﬁem@ﬁm

The author and publisher are grateful to the following for permis-
“sion to reproduce extracts from copyright material:.

Ablex Publishing Corporation for extracts from Richard Donato:
‘Collective scaffolding in second language tearning” in ]. Lantolf
and G. Appel (eds.): Vygotskian Approaches 1o Second Language
Research (1994).

Addison Wesley Longman Ltd. for an extract from Claus Farch
and Gabriele Kasper: *Plans and strategies in foreign language
communication’ in Claus Farch and Gabricle Kasper (eds.):
Straregies in | nterlanguage Compumication {Longman 1983}

Edward Arnold/Hodder & Stoughron Educational for eXTracts
from Peter Skchan: Tndividual Differences in Second Language
Learning (Fdward Arnold 198y).

Cambridge” University Press for extracrs from Kevin Gregg:
‘Second Janguage acquisition theory: a case for a-gencrative per-
spectuve’ in S. Gass and J. Schachter {eds.): Text and Context:
Cross Disciplinary Perspectives on Language Study (1989); and
for extracts from Studies in Second Language Acquesition as fol-
lows: Rod Ellis: “Learning to communicate in the classroom: A
study of two language learmers requests” {(Vol. 14, to9g2):
Michae! Long: *Maturational constraines on language develop-
ment” (Vol. 12, 1990); Lydia White: *Second langnage acquisinion
and universal grammar” (Vol. 12, 1990},

A R. Evans on behalf of Stephen Krashen for an extracr from
Stephen Krashen: The Iiput Hypothesis: Issues and baplications
(Laredo Publishing Company 1993).

ACKNOWLEDGEMENTS

145




Heinle & Heinle for extracts from Richard Schmidt: discusston
section of ‘Interaction, acculturation, and the acquisition of com-
municative competence: A case study of an adult’ in N. Wolfson
and E. ludd (eds.): Sociolinguistics and Second Language
Acguisition (Newbury House 1983); extracts from Herlinda
Cancino, Ellenr Rosansky, and John Schumann: “The acquisition
of English negatives and interrogatives by native Spanish speak-
ers” in B Haech (ed.): Second Language Acquisition {Newhury
House 1978); extracts from John Schumann: The Pidgirization

- Process thwbﬁfy ~House '-|-9—7L§ﬂ extract from-Erc Kelermans-——— —

section entitled ‘Psychotypological constraints on transfer’ of
‘Now you see it, ROW you dor’t’ in 5. Gass and L. Selinker {eds.}: -
Language Transfer in Language Learning (Newbury House
1983); an extract from R Oxford: section entitled
‘Communicative competence as the main goal’ in Language
Learning Strategies: What Every Teacher Should Know
(Newbury House 1990).

Research Club in Language Learning for an exrract from Graham
Crookes and Richard Schmide: ‘Motivation: Reopening the
Research Agenda’ in Language fearnimg 41, 1991.

Parsy Lighthown for extracts from Patsy Lightbown: ‘Getting
quality input in the second/foreign language classroom’ m €
Kramsch and S. MeConnell-Ginet (eds.): Text and Context:
Cross-disciplinary Perspectives on Language Study (D. C. Hearh
and Company 1992). ’

Oxford University Press for extracts from S. Pit Corder: ‘“The sig-
nificance of learners” errors’ and from ‘Language continua and
the interlanguage hypothesis’, both in Error Analysis and
Interlanguage (1980); extracts from Merril] Swain: ‘Three func-
tions of output in second language learning’ in G. Cook and B.
Seidlhofer (eds): Principle and Practice i Applied Linguistics
(1995); and for extracts from Applied Linguistics as follows:
Kevin Gregg: “The variable competence model of second lan-
guage acquisition, and why it 't (Vol. 1ty 1ggo}: Elame
Tarone: *On variation in interlanguage: A response 1O Giregg’
(Vol. 11, 1 990); Richard W. Schmide: introduction ro “The role of
consciousness in second language Tearning” (Vol. 11, 1990k Fred
Eekiman, Lawrence Bell, and Diane Nelson: *On the generaliza-

146 ACKNOWLEDGEM ENTS



i

tion of relative clausc insiruction in the acquisition of Hngafs} as e

second language’ (Voel. g, 19881 -

TESQL, Inc. andthe authors for an exoract rmn. Aichael Long:

‘MNarive spczzi er/non-native apkasc* conversation 1n the second-
language classroom” in M. Clarke and J. Handscombe feds.): On
TESOL 82 cgpyright © 1982 i'u_}_-- Teachers of English o
Speakers of Other Languages, Inc. exuradts from Boany N,

Peirce: _S(n. al wdenoity, mvesiment, and ianguage learning’ in
Iy

¥y

TESOL Q:-im'ra*;': (Vol. 29, tyas) copyright © 1995 D3
Teachers of English to Speakers of Other Languages, Inc.

Despite every effort to trace and contact copyright holders before
pubiicatwn thishasnoralwa ys been Dossmte Ifncatmcd the pub-

e s AL 1';3.9-
L3 -l B

o =

liS.ﬁCI‘ W’Ili be pi‘"aSEEl U If"LL‘H} Sy LI rOTsOT Ot

earliest opporrunity.
i
!
e TR RN
son s B
. S s W

ACKNOWILLEDGEMENTS

: - it L
ettt e et i At er —b e o .

ol

147

B gt e e






