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Innoduction

In Chapter 2 we look at second language learners' developing knowledge,

their abiliry to use that knowledge, and how this compares with Ll learning.
In Chapter 3, we rurn our attention to how individual learner characteristics
may affect success. In Chapter 4, several theories that have been advanced

to explain second language learning are presented and discussed. Chapter
5 begins with a comparison of naturd and instructional environments for
second language learning.'We then examine some different ways in which
researchers have observed and described teaching and learning practices in
second language classrooms.

In Chapter 6, we examine six proposals that have been made for second

language teaching. Examples of research related to each of the proposals are

presented, leading to a discussion of the evidence available for assessing their
effectiveness. The chapter ends with a discussion of what research findings
suggest about the most effective ways to teach and learn a second language

in the classroom.

In Chapter 7, we will provide a general summary of the book by looking at

how research can inform our response to some'popular opinions' about lan-
guage learning and teaching that are introduced below.

A Glossary provides a quick reference for a number of terms that may be new

or have specific technical meanings in the context of language acquisition
research. Glossary words are shown in bold letters where they first appear in
the text. For readers who would like to find out more, an annotated list of
suggestions for further reading is included at the end of each chapter. The

Bibliography provides full reference information for the suggested readings

and all the works that are referred to in the text.

'W'e have tried to present the information in a way that does not assume that
readers are akeady familiar with research methods or theoretical issues in
second language learning. Examples and case studies are included through-
out the book to illustrate the research ideas. Many of the examples are taken

from second language classrooms. \le have also included a number ofactivi-
ties for readers to practise some of the techniques of observation and analysis

used in the research that we review in this book. At the end of each chapter

are 'Questions for refection to help readers consolidate and expand their
understanding of the material.

Before we begin ...
It is probably true, as some have claimed, that most of us teach as we were

taught or in awaythat matches our ideas and preferences about howwe learn.

Take a moment to refect on your views about how languages are learned and

what you think this means about how they should be taught. The statements

in the activity below summarize some popular opinions about language
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l2 Learners'errors should be corrected as soon as

they are made in order to prevent the formation
of bad habits.

l3 Teachers should use materials that expose
students only to language structures they have

already been taught.

l4 When learners are allowed to interact freely (for
example, in group or pair activities), they copy
each other's mistakes.

l5 Students learn what they are taught.

ló Teachers should respond to students'errors by
correctly rephrasing what they have said rather
than by explicitly pointing out the error.

l7 Students can learn both language and academic
content (for example, science and history)
simultaneously in classes where the subject
matter is taught in their second language.

l8 Classrooms are good places to learn about
language but not for learning how to use language.
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Language learning in early childhood

Tbef.rst three years: Milestones and
deu e lopmental sequences

One remarkable thing about first language acquisition is the high degree of
similariry in the early language of children all over the world. Researchers

have described developmental sequences for many aspects of first language
acquisition. The earliest vocalizations are simply the involuntary crying that
babies do when they are hungry or uncomfortable. Soon, however, we hear
the cooing and gurgling sounds of contented babies, lying in their beds

looking at fascinating shapes and movement around them. Even though
they have little control over the sounds they make in these early weeks of
life, infants are able to hear subtle differences between the sounds of human
languages. Not only do they distinguish the voice of their mothers from
those of other speakers, they also seem to recognize the language that was

spoken around their mother before theywere born. Furthermore, in cleverly
designed experiments, researchers have demonstrated that tiny babies are

capable ofvery fine auditorydiscrimination. For example, they can hear the
difference between sounds as similar as pa'and'ba'.

Janet'ü7erker, Patricia Kuhl, and others have used new technologies that allow
us to see how sensitive infants are to speech sounds. tü7'hat may seem even

more remarkable is that infants stop making distinctions between sounds

that are not phonemic in the language that is spoken around them. For
example, by the time they afe ayear old, babies who will become speakers of
Arabic stop reacting to the difference between pa' and'ba'which is not pho-
nemic in Arabic. Babies who regularly hear more than one language in their
environment continue to respond to these differences for a longer period
('Werke¡ 'Weikum, 

and Yoshida 2006) . One important finding is that it is not
enough for babies to hear language sounds from electronic devices. In order
to learn-or retain-the abiliry to distinguish between sounds, they need

to interact with a human speaker (Conboy and Kuhl 20II). The Internet
abounds with remarkable videos of infants reacting to language sounds.

rMhether they are becoming monolingual or bilingual children, however,

it will be many months before their own vocalizations begin to refect the
characteristics ofthe language or languages they hear and longer still before
they connect language sounds with specific meaning. However, by the end of
their first year, most babies understand quite a few frequently repeated words
in the language or languages spoken around them. Theywave when someone

says 'bye-bye'; they clap when someone says pat-a-cake'; they eagerly hurry
to the kitchen when 'juice and cookies' are mentioned.

At 12 months, most babies will have begun to produce a word or two that
everyone recognizes. By the age of two, most children reliably produce at

least 50 different words and some produce many more. About this dme, they
begin to combine words into simple sentences such as 'Mommy juice' and
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Language learning in early childhood

regular past -el(she walked)
third person singular simple present -s (she runs)

auxiliary be (he is coming)

Brown and his colleagues found that a child who had mastered the gram-
matical morphemes at the bottom of the list had also mastered those at the

top, but the reverse was not true. Thus, there was evidence for a 'developmen-

tal sequence' or order of acquisition. However, the children did not acquire

the morphemes at the same age or rate. Eve had mastered nearly all the mor-
phemes before she was two-and-a-halfyears old, while Sarah andAdam were

still working on them when they were three-and-a-half or four.

Brownt longitudinal work was confirmed in a cross-sectional study of 21

children. Jill and Peter de Villiers (1973) found that children who correctly
used the morphemes that Adam, Eve, and Sarah had acquired late were also

able to use the ones thatAdam, Eve, and Sarah had acquired earlier. The chil-
dren mastered the morphemes at different ages, just asAdam, Eve, and Sarah

had done, but the order of their acquisition was very similar.

M-y hypotheses have been advanced to explain why these grammatical

morphemes are acquired in the observed order. Researchers have studied the

frequency with which the morphemes occur in parents' speech, the cognitive

complexity of the meanings represented by each morpheme, and the difficulty
ofperceiving or pronouncing them. In the end, there has been no simple satis-

factory explanation for the sequence, and most researchers agree that the order

is determined by an interaction among a number of different factors.

To supplement the evidence we have from simply observing children, some

carefully designed procedures have been developed to further explore chil-
drent knowledge ofgrammatical morphemes. One ofthe first and best known

is the so-called 'wug test' developed byJean Berko Gleason (1958). In this
'test', children are shown drawings of imaginary creatures with novel names

or people performing mysterious actions. For example, they are told, 'Here is

a wug. Now there are tvvo of them. There are two 

-' 

or 'Here is a man who

knows how to bod. Yesterday he did the same thing. Yesterday, he 

-'. 

By

completing these sentences with'wugs' and'bodded', children demonstrate

that they know the patterns for plural and simple past in English. By gener-

alizing these patterns to words they have never heard before, they show that
their language is more than just a list of memorizedword pairs such as'book/

books' and'nod/nodded'.

AcrtvtrY Try out the'wug' test
A web search for'wug test' will turn up many examples of the pictures and the

text created for this landmark research. lf you know some English-speaking

children under the age of five years, try using the test with them.
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10 Language learning in early childhood

You didnt have supper. She doesnt want it.

Even though their language system is by now quite complex, they may still
have dificulty with some other features related to negatives.

I dont have no more candies.

Questions
The challenge of learning complex language systems is also illustrated in the
developmental stages through which children learn to ask questions.

There is a remarkable consistency in the way children learn to form ques-
tions in English. For one thing, there is a predictable order in which the
'uh-words' emerge (Bloom 1991). ''$7hat' is generally the first wh- question
word to be used. It is often learned as part of a chunk ('\(hassat?') and it is
some time before the child learns that there are variations of the form, such
as ''$7hat is that?' and'\lhat are these?'.

'\lhere' and 'who' emerge very soon. Identifying and locating people and
objects are within the childt understanding of the world. Furthermore,
adults tend to ask children just these types of questions in the early days of
language learning, for example, '\lheret Mommy?' or ''Whot that?'

'Why' emerges around the end of the second year and becomes a favourite
for the next year or two. Children seem to ask an endless number ofquestions
beginning with why', having discovered how effectively this little word gets

adults to engage in conversation, for example, '\Why that lady has blue hair?'

Finall¡ when the child has a better understanding ofmanner and time, 'how'
and'when emerge. In contrast to 'what', 'where', and 'who' questions, chil-
dren sometimes ask the more cognitively difficult why', when, and 'how'

questions without understanding the answers they get, as the following con-
versation with a four-year-old clearly shows.

cHrLD tü7hen can we go outside?
PARENT In about five minutes.
cHrLD l-2-3-4-51Can we go now?

The ability to use these question words is at least partly tied to children's cog-

nitive development. It is also predicted in part by the questions children are

asked and the linguistic complexiry of questions with different wh- words.
Thus it does not seem surprising that there is consistency in the sequence of
their acquisition. Perhaps more surprising is the consistency in the acquisi-
tion of word order in questions. This development is not based on learning
new meanings, but rather on learning different linguistic patterns to express

meanings that are already understood.
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T2 Language learning in early childhood

Therefore, we may find inversio n in yes/no questions but not in wh- ques-

tions, unless they are formulaic units such as "ü7'hatb that?'

Stage 5
At Stage 5, both wh- andyes/n questions are formed correctly.

Are these your boots?
\íhy did you do that?
Does Daddy have a box?

Negative questions may still be a bit too difficult.

\X/hy the teddy bear cant go outside?

And even though performance on most questions is correct, there is still one

more hurdle. tWhen tuh- words appear in subordinate clauses or embedded
questions, children overgeneralize the inverted form that would be correct
for simple questions and produce sentences such as:

Ask him why cant he go out.

Stage 6
At this stage, children are able to correctly form all question types, including
negative and complex embedded questions.

Passage through developmental sequences does not always follow a steady

uninterrupted path. Children appear to learn new things and then fall back

on old patterns when there is added stress in a new situation or when they
are using other new elements in their language. But the overall path takes

them toward a closer and closer approximation of the language that is spoken

around them.

Zhe pre-scltoolyears
By the age of four, most children can ask questions, give commands, report
real events, and create stories about imaginary ones, using correct word order

and grammatical markers most of the time. In fact, it is generally accepted

that by age four, children have acquired the basic structures of the language

or languages spoken to them in these early years. Three- and four-year-olds

continue to learn vocabulary at the rate of several words a day. They begin to

acquire less frequent and more complex linguistic structures such as passives

and relative clauses.

Much of children's language acquisition effort in the late pre-school years is

spent in developing their ability to use language in a widening social environ-
ment. They use language in a greater variery of situations. They interact more

often with unfamiliar adults. They begin to talk sensibly on the telephone

to invisible grandparents (younger children do not understand that their
telephone partner cannot see what they see). They acquire the aggressive or
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t4 Language learning in early childhood

One of the most impressive aspects of language development in the school
years is the astonishing growth ofvocabulary. Children enter school with the
ability to understand and produce several thousand words, and thousands
more will be learned at school. In both the spoken and written language at
school, words such as 'homework' or'ruler' appear frequently in situations
where their meaning is either immediately or gradually revealed.'Words like
population or'latirude' occur less frequently, but they are made important
by their significance in academic subject matter.

Vocabulary grows at a rate of between several hundred and more than a

thousand words e year, depending mainly on how much and how widely
children read (Nagy, Herman, andAnderson 1985). The kind ofvocabulary
growth required for school success is likely to come from both reading for
assignments and reading for pleasure, whether narrative or non-fiction. Dee
Gardner (2004) suggests that reading avariety oftext types is an essential part
of vocabulary growth. His research has shown how the range of vocabulary
in narrative texts is different from that in non-fiction. There are words in
non-fiction texts that are unlikely to occur in stories or novels. In addition,
non-fiction tends to include more opportunities to see a word in its different
forms (for example, 'mummy', 'mummies', 'mummified').Th. importance
of reading for vocabulary growth is seen when observant parents report a

child using a new word but mispronouncing it in a way that reveals it has

been encountered only in written form.

Another important development in the school years is the acquisition of dif-
ferent language registers. Children learn how written language differs from
spoken language, how the language used to speak to the principal is different
from the language of the playground, how the language of a science report is

different from the language of a narrative. As Terry Piper (2006) and others
have documented, some children will have even more to learn if they come
to school speaking an ethnic or regional variety ofthe school language that is

quite different from the one used by the teacher. They will have to learn that
another variety, often referred to as the standard variety, is required for suc-

cessful academic work. Other children arrive at school speaking a different
language altogether. For these children, the work of language learning in the
early school years presents additional opportunities and challenges. 

'W'e will
return to this topic when we discuss bilingualism in early childhood.

Explaining first language acquisition
These descriptions of language development from infancy through the early

school years show that we have considerable knowledge of tahat children
learn in their early language development. More controversid, howeve¡ are

questions about how this development takes place. rVhat abilities does the

child bring to the task and what are the contributions of the environment?
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T6 Language learning in early childhood

nETER (looking under chair for it) Lose it. Dump truck! Dump
truck! Fall! Fall!

LoIs Yes, the dump truck fell down.
IETER Dump truck fell down. Dump truck.

(Unpublished data from P M. Lightbown)

Ifwe analysed a larger sample of Petert speech, we would see that 3040 per
cent of his senrences were imitations of what someone else had just said. \7e
would also see rhat his imitations were not random. Thar is, he did not simply
imitate 3040 per cent of everything he heard. Detailed analyses of large
samples of Petert speech over about a year showed that he imitated *otá,
and sentence structures that were just beginning to appear in his sponraneous
speech. Once these new elements became solidly grounded in his language
system, he stopped imitating them and wenr on to imitate others.

unlike a parror who imitates the familiar and continues to repear the same
things again and again, children appear to imitate selectively. The choice
of what to imitate seems ro be based on something new that they have just
begun to understand and use, not simply on what is available in the environ-
ment. For example, consider how Cindy imitates and practises language in
the following conversations.

Cindy (24 months, 16 day$ is looking at a picture of a carrot in a book and
trying to get Patsy's attention.

cINDY Kawo? kawo? kawo? kawo? kawo?
pATsy 'ülhat are the rabbits eating?
crNDY They eating ... kando?
PATSv No, thatt a carrot.
cINDy Carrot. (pointing to each carrot on the page) The other ...

carrot. The other carrot. The other carrot.

(A few minutes later, Cindy brings Patsy a stuffed toy rabbit.)

pATsy \ü/hat does this rabbit like to eat?

cINDy (incomprehensible) eat the carrors.

(Cindy gets another stufFed rabbit.)

crNDy He (incomprehensible) eat carrors. The other one eat carrots.
They both eat carrots.

(One week later, Cindy opens the book to the same page.)

crNDy Heret the carrors. (pointing) Is that a carrot?
PATSY Yes.

(Unpublished data from P. M. Lightbown)



'$uatuJltl3

Jo suonsenb sJe>[Eads JeTro eqr uo sal?Joq?Ia PuB suollsanb sJ3^\sLrB Put
$lse er{s'pealsul 'Ja)Frds Jaqto aql salellrul l¡arer aqs tnq 'safueluas a:r¡:¿¡d
parelaJjo sarJas e sacnpord roj¡asraq sreadal seulltaruos uf;qte¡ 'fpur3 a1ry

G€]:gLGI lr.lrT puu uroo¡g tuoglil

.ureJl

oor{f oor{J e sr sql (ulerr;o u¿d tno 8ur¡er) ¿ooI{J ool{l Y N,\uHrlrx
'xoq aqr uI s,rl 'ePrsul sIo-I

¿urEJl oor{f, ool{f, aJolu ¿ aJJqra ¿aJJqrN
'>pnrr ulrqre¡ (1cnrr rno 8ur¡er) lf,nJr ta) 'uIEJl oor{3

oor{f, aJoru oN 'eJoru B leD 'aJou ra8 1 (xoq ut Sutgcreas) N,runrvx

(:agraSor l srnd sro.1¡

'r*og nol r'roqs II<I >loo'I 'lr op uEf, noÁ 'll op uer noÁ ';4O sIo'I
'srqr op I 'sn{r op 1 (raqraSor urc¡l tnd ot

8uú-u) 'slqr op rue,& I 'srqt oC (ulerr3o sJ33 o-1r\l tno 8ur¡er) N,\uHrvx

('roog eqr uo epIIS aqr stnd ulrgru¡)

'srqr oP I 'sFlL'roou uo u1(oP rnd N,\)rHrvx
'sI rEI{r rBIl!\^\oDl nol qg sIo'I

¿srql EtErL[\'le¡d rue¿6 (epls tno Stqtt) 'ulerl ool{3 ool{f, I{11.&\

&¡d ruem I 'urerr ool{f, ool{f, qrv't le¡d turt\ I (8eq ro3 Surqeee-r)

'urerl ooqr oor{f, al{r rr¡8norq sIo'I'sa

¿urrrl ooqr ool{l eqr rq8norq sIo-I ¿ool{r ooq3 ¿s,{or 8ur-rq 1

¿rqSnorq 1 slot aqr aas nof pl6l

(sqruour V7)uthqYY
'sro-I PuB urirgrr¡ uJJ \leq uollssJa^uo:8urno¡o; aql ut arnorrd

pue uonerrrul 3o saldruzxa al{l TJPISuoJ'luaf, rad 91 ueql ssal rE Parelm
-lm uaaq seq tered pue lpur3 Jo rEI{r or a¡geredurof, elrr e re papaacord

luaudo¡autap esoq,/ra 'uaJPIItls JaIPo Jo q:aads eql uI uollelllul Jo lunour¿
aql 'p¡p fprlf put rared se I{f,nru se asrlcr¡d PuE ele}llil uarPllqr IIE roN

'tuaruuorr^ua aqr lq uErF ral{}Er pll{c aqt aplst{

Surgtauos fg paulrurarep peruaes asrlce¡d Pue alelllul ol ]Erl^Uo alrol{o aIP

'/lres a^\ se 'os ue,rg 'uoltlslnb¡e e8en8ue¡ 3o uorreue¡dxe lslJnoll?qaq eW

or r¡oddns oruos pual ot ruaes lPttl PuB rered ruorj qraeds jo sa¡dues aq1

'¡oBuuroru,
lpuarrnr $ aqs teq,t\ uo pasnroJ aq or .readde a¡lpe¡d PuE uoIlelIIUI JaI{

lared e{ll ,teql sl 8ur¡ns lsouI sI IP(LA'IISI^ lsel slsle¿ efuls uaas lou PEII
aqs 1ooq agr ul aSed aqt or rq8le.tts suJnl Pue ralsl >lea^\ E üossel aSenSue¡,

aql sJaqruaueJ el{s letlt sr Surlsa¡alul lsolu sdeqra¿ isessElf, a8en8ue¡ u8ra;o;

eruos uI tuepnrs E a>lll spunos reqr lem e uI saJnlJnJls PUE sPJo/( d\au sasll

-cerd aqg 'uotllsrnbrr a8tn8ue¡ req uo preq Suurortr aq or sreadde fPtlf,

?ootl?l?qr lpaa ut &urutua1 a8anSuaT

NTUHII'}I
SIO'I

NA)THIYX
SIO'I

Pr

UI

-u
lsI
af,

eu

aB

Snr

sP.

a3.

Át,

qx
Je(

LI



18 Language learning in early childhood

Thus, children vary in the amounr of imitation rhey do. In addition, many
of the things they say show that they are using language creativel¡ not just
repeating what they have heard. This is evident in the following e*ampl.r.

Patterns in knguage
The first example shows a child in the process of learning pamerns in lan-
guage, in this case the rules of word formation, and overgeneralizing them
to new contexts.

Randall (36 months) had a sore on his hand.

MoTHER M"yb. we need to take you to the doctor.
RANDALL \7'hy? So he can doc mylittle bump?

Randall forms the verb 'doc' from the noun 'doctor', by analogy with farmers
who farm, swimmers who swim, and actors who act.

fNor l putd.-
W"!,1!brrrysetÍ !

Focus onmeaning

Even older children have to work out some puzzles, for example, when famil-
iar language is used in unfamiliar ways, as in the example below. vhen David
(5 years, 1 month) was ar his older sister's birthday parry, toasrs were pro-
posed with grape juice in stemmed glasses:

FATHER I d like ro propose a roasr.

Several minutes later, David raised his glass:

DAvrD I d like ro propose a piece of bread.

only when laughter sent David slinking from the table did the group realize
that he wasnt intentionally making a play on words! He was concentraring
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20 Language learning in early childhood

7h e innatist p ersp ectiue
Noam Chomsky is one of the most infuential figures in linguistics, and
his ideas about how language is acquired and how it is stored in the mind
sparked a revolution in many aspecrs of linguistics and psychology, includ-
ing the study of language acquisition. The innatist perspective is related to
Chomsky's hypothesis that all human languages are based on some innate
universal principles.

In his 1959 review of B. F. Skinnert book Wrbal Behauior, Chomsky chal-
lenged the behaviourist explanation for language acquisition. He argued that
children are biologically programmed for language and that language devel-
ops in the child in just the same way rhar orher biological functions develop.
For example, every child will learn to walk as long as adequate nourishment
and reasonable freedom of movement are provided. The child does not have
to be taught. Most children learn to walk at about the same age, and walking
is essentially the same in all normal human beings. For Chomsky, language
acquisition is very similar. The environment makes only a basic contribu-
tion-in this case, the availabiliry of people who speak to the child. The
child, or rather, the childk biological endowment, will do the rest.

Chomsky argued that the behaviourist theory failed ro account for 'the logical
problem oflanguage acquisition'-the fact that children come to know more
about the structure oftheir language than they could reasonably be expected
to learn on the basis of the samples of language they hear. The language
children are exposed to includes false starts, incomplete sentences, and slips
of the tongue, and yet they learn to distinguish between grammatical and
ungrammatical sentences. He concluded that childrenk minds are not blank
slates to be filled by imitating language they hear in the enyironment. Instead,
he hypothesized, children are born with a specific innate abiliry to discover
for themselves the underlying rules of a language sysrem on the basis of the
samples of a natural language they are exposed to. This innare endowmenr
was seen as a sort of template, containing the principles that are universal to
all human languages. This universal grammar (UG) would prevenr the child
from pursuing all sorts of wrong hypotheses about how language sysrems
might work. If children are pre-equipped with UG, then what they have to
learn is the ways in which the language they are acquiring makes use of these
principles.

Consider the following sentences, from a book by Lydia \X/h ite ( 1 9 8 9). These
English sentences contain the reflexive pronoun'himself'. Both the pronoun
and the noun it refers to (the antecedent) are printed in italics. (An asterisk
at the beginning of a sentence indicates that the sentence is ungrammatical.)

a John saw himself
b *HimselfsawJohn.
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Children acquire the basic syntax and morphology of the language spoken to
them in a variety of conditions, some ofwhich would be expected to enhance

language development (for example, caring, attentive parents who focus on
the childb language), and some which might be expected to inhibit it (for

example, abusive or rejecting parents). Children achieve different levels of
vocabulary creativiry social grace, and so on, but virtually all achieve the
abiliry to use the patterns of the language or languages spoken to them. This
is seen as support for the hypothesis that language is somehow separate from
other aspects ofcognitive development and may depend on a specific module
of the brain.

The Critical Period Hypotltesis
The innatist perspective is often linked to the Critical Period Hypothesis
(CPH)-the hypothesis that animals, including humans, are genetically

programmed to acquire certain kinds of knowledge and skill at specific times

in life. Beyond those 'critical periods', it is either difficult or impossible to
acquire those abilities.'S7'ith regard to language, the CPH suggests that chil-
dren who are not given access to language in infancy and early childhood
(because ofdeafness or extreme isolation) will never acquire language if these

deprivations go on for too long.

It is difficult to find evidence for or against the CPH, since nearly all children
are exposed to language at an early age. However, history has documented a

few'natural experiments'where children have been deprived of contact with
language. Two of the most famous cases are those of 'Victor' and'Genie'.

ln 1799, a boy who became known as Victor was found wandering naked

in the woods in France. His storywas dramatized ina1970 film by Frangois

Thuffaut called L'enfant sauuage (TheWild Child). 'Whe n Vctor was captured,

he was about 12 years old and completely wild, apparently having had no

contact with humans. Jean-Marc-Gaspard Itard, a young doctor accustomed

to working with deaf children, devoted five years to socializing Victor and

trying to teach him language. Although he succeeded to some extent in devel-

oping Victort sociabiliry memory and judgement, there was little progress

in his language abiliry.

Neárly 200 years later, Genie, a I3-year-old girl who had been isolated,

neglected, and abused, was discovered in California. Because of the irrational
demands of a disturbed father and the submission and fear of an abused

mother, Genie had spent more than 11 years tied to a chair or a crib in a
small, darkened room. Her father had forbidden his wife and son to speak to

Genie and had himself only growled and barked at her. She was beaten when

she made any kind of noise, and she had long since resorted to complete

silence. Genie was undeveloped physically, emotionall¡ and intellectually.

She had no language.
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their study supports the hypothesis that there is a critical period for first lan-

guage acquisition, whether that language is oral or gestural.

Another line of research that has given new insight into the importance of
early language experience comes from studies of international adoptees.'

These aré children who were adopted at an early age by families who did
not speak the language rhe child had heard during infancy. In their review

of rtudi.r of international adoptees, Johanne Paradis, Fred Genesee, and

Martha Crago (201 1) concluded that cognitive and linguistic outcomes were

generally veiy positive. Some comparisons of their language with that of
.hildr.tr the same age who had always heard the same language showed that

subtle differences persist even after seyeral years, but these are not the kinds

of differences that most people would notice. Here again, of course, one

cannot know whethef something other than a late exposure to the language

spoken in the adoptive environment also contributed to differences between

these children and others who did not experience an abrupt change in their

Ianguage environment. Nevertheless, with continuing research on childrent

linguisiic behaviours and intuitions, as well as the neurological studies of
infánts' speech perception that we saw above, it is becoming clearer that

lattguageácquisition begins ar birth, and possibly even before, as the child's

brain is shaped by exposure to the language(s) in the environment.

The innatist perspectiye is thus partly based on evidence that there is a criti-
cal period foi l"ngu"ge acquisition. It is also seen as an explanation for 'the

logical problem oil"ng,r"g. acquisition', that is, the qu_estion of how adult

rp-."k ri come to know the complex structure of their first language on the

basis of the limited samples of language to which they are exposed.

Interactionist/ dea e lop m ental p ersp e ctiu es

Developmental and cognitive psychologists have focused on the interplay

b.t*..r, the innate learning ability of children and the environment in which

they develop. Th.y 
"rg,r. 

th"t the innatists place too much emphasis on the

'final state' (th..o-p.t"nce of adult native speakers) and not enough on the

developmental aspects oflanguage acquisition. In theirview,language acquisi-

tion istut one example of the human childt ability to learn from experience,

and they see no needto assume that there are specific brain structures devoted

to language acquisition. They hJpothesize that what children need to know is

.rr.rály 
",raifable 

in the language they are exposed to as they hear it used in

thousanis of hours of interactions with the people and objects around them.

Psychologists attribute considerably more importance to the environment

than the lnnatists do even though they also recognize a powerful learning

mechanism in the human brain. They see language acquisition as similar

to and infuenced by the acquisition of other kinds of skill and knowledge,

rarher than as something that is different from and largely independent of
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Cross-cultural research

Since the 1970s, researchers have studied childrent language learning envi-

ronments in a great many different cultural communities. The research has

focused not only on the development of language itself, but also on the ways

in which the environment provides what children need for language acquisi-

tion. Between 1985 and 1997, Dan Slobin edited five volumes devoted to
research on the acquisition of 28 languages, providing examples and analyses

ofchild language and the language-learning environment from communities
around the world. One of the most remarkable resources for child language

researchers is the Child Language Data Exchange System (CHILDES),
where researchers have contributed child language data in dozens of lan-
guages in recorded and transcribed forms that are available as electronic files

from the CHILDES website (Mac\flhinney2000).

One feature of cross-cultural research is the description of child-rearing pat-
terns. Catherine Snow (1995) and others have studied the apparent effects

on language acquisition of the ways in which adults talk to and interact

with young children. In middle-class North American homes, researchers

observed that adults often modify the way they speak when talking to little
children. This child-directed speech may be characterized by a slower rate of
delivery higher pitch, more varied intonation, shorter, simpler sentence pat-

terns, stress on keywords, frequent repetition, and paraphrase. Furthermore,
topics of conversation emphasize the childt immediate environment, picture

books, or experiences that the adult knows the child has had. Adults often

repeat the content of a childt utterance, but they expand or recast it into a
grámmatically correct sentence. For example, when Peter says, 'Dump truck!

Dump truck! Fall! Fall!', Lois responds, 'Yes, the dump truck fell down.'

Ha ,he not
Cons;dere¿ 1'1c
efr.cE9 of Stt¿t"'

B¿l go bf'

'ffi



'fem prldlr aJoru E

ul a8en8ue¡ do¡amp 01 uuJID Pa./dollr uollf,EJalul asol{^{ ¡auued IEuorlESraA
-uof, B se l¡ruerrodrul arorrl 'lng '¡apour e se lluo lou-Jar{lorq JaPIo sI{ PEq
aq :s.ru1f IuoS ruaJeglp se,r,r lualuuoJl^ua :nsnSul¡ s,uualD fe¡ap e8en8ue¡

3o adlr erurs ar{t feldsrp tou PP uuelD reglorg ¡e8unol s¡u¡f 'a8e srri jo
pcldlr e¡oru aSrn8uel fq pace¡dar 'pareaddesp Peq su¡aued graads Fnsnun
aqrJo rsoru sqluoru o^\r puB s.leal;noi3o a8e aqr lg 'a,rordur or ue8aq san

-lllqe a^lsserdxa srq 'r¡npe ue qll^\ suolssas leuorlesJaluor ue8ag ulf uaq¿¡

'JapJo pJo,&\ ¡eclteruruer8un '¡ensnun Pasn aq 'a8e slq or atet¡do¡dde szapl

ssa¡dxa or parduane ag qSnoqr¡y .a3en3ue13o stredse IIE ur la^el a3r r'ro1aq

IIa,^ se.ü eq lpr{l pJlBf,IpuI sqtuoru aulu pue uraf aeJl{l l" luJlussasse a8enSuel

y .a8en8ur¡ uSrs ¡o IEJO Jarpre ul rulq qlr^t parbrunruruof, lua;¿d E r{f,rrr( ur

lueuruorrlua lerurou e ur lueudo¡a.tep olrsln8ul sH ur8aq lou plp rulf f_o3

perrr IIa^\ se,l.r aq slcadsa¡ reqlo ur q8noqrp 'snql 'rul[ qrur a8en8uel u8ls

asn lou plp srua.red eql IEI{I uI lEnsnun ser'r fllueJ ag1 f¡ruanba5 PaI{3rBr\
aq qllqlr\ 'uolsl^elal q8norgr s¿z'r a8¿n8uel IEro I{1I^\ lf€luof, l¡uo srq puz

'siuared3eapJo plqr SuliEaI{ E s",l\ eH 'urf pa¡¡m laql PII{I Elo ruaudo¡a,rap

aSeffiurl eql perpnts (Ig6i) san8ea¡or rer{ puB sqf,ES eullenbref 'Sutssnu sr

uorrf,erarur r{f,ns araq^\ seser lq Peteulrunlll sl PIIqI aqr ol spuodsal oq^\ Jol

-nf,olJetu uE pu¿ p¡lqc 3uru.rca1-a8en8ue¡ E uaa,l\leg uollJeJalulJo elor agl
uollf,sJelul Jo eJu"uodul eq¡

'uerplrqr or passarppe graads uI eletu srFP? aruos

teql suonef,glpotu el{l Jo rraJa urat-8uo1 aqr a8pnl or lFrUglP sl }I 'snql
.a8en8uq Álunuuoc agl a;mbce fagr puv'luauruoJr^ua rreql ur ruaql ol

p3Suruuau sr lEr{l aSenSuq reag laqr r{JIqlA ur suoDBn}rs ur 
_aJE 

ueJPlrqs
i,{irrrot l¡a,re ul ;ssa¡rgrra,tr¡ .uJJpp{f, Jrerp grr^.r tf,BJa}ur sdno¡8 fruqra

puE f,[uouof,aorsos luaJeJrp u¡ s]ua¡ed sfer"r arp ur sDuaJaJIp lErluasqns
peruatunf,op a^EI{ sreqro PuB (886I) r{leaH acrrg lalrrq5 'solels Pallun aqr

urqlr^{ ua,rg .sre,lr8aref, Jraql sE a^ras oqm s8u¡¡qls Jeplo q¡m l¡r.reru¡.rd r:e
-Jelur uJJpllqc Sunol'sJltellos Jtuos uI reqr Pa^Jesqo e^el{ sJaI{IJEJSaJ Jaqro

's¡us e8en8ue¡ pado¡a,raP

aJoru e^¿g puE Jeplo arz faqr llun srppe qtr/ú suorlEsJa^uof, ur elEdrf,rl

-¡ed or peSrrnotua ro parcadxa lou are leql 'sr¡npr 01 uals{ puE qf,rE^\ or

parrad*a are uerpllq) 'ltanos lrnul IEuoIrIP"rl uI lsqr Pa^lasgo (ZeeD o8er3

er{uery .s¡au¡zd 
IEuoIIESJa^uo¡ al¿udo¡ddz ag or uaJPIIql rlsl{l raPlsuof,

rou PrP ¿auln9 r'r,a¡ ende¿ uI srsqtou IInIE) lEI{l Punoi (066I) uneJell{f,S

Iqrutg 
,a¡druexa roC 'uaJpllqo Sunof ,ftal qrrn' fe¡d ¡tqra,r Jo uolltsra^uof,

ui a8e8ua tou op srlnp' ,sa'arf,os eruos uI 'l'SJa^run su?auJ ou fq sl sauoq

u€rrreurv ssEIl-elPPItu uI Pe^rasgo qoaads ParserIP-PF{r Jo Pur>t aqr rEI{r

puno1 e^¿q >lJo \arueg cuolrezllelsos a8rn8uel, ¿ ul 3ur¡¡o1( sJal{fJeaseU

?oot/?l lqr Qna m Sututaal a8anSua'¡ LZ



28 Language learning in early c h ildhood

Jim showed very rapid acquisition of English once he began to interact with an
adult on a one-to-one basis. The fact that he had failed to acquire language nor-
mally prior to this experience suggests that impersonal sources oflanguage such
as television or radio alone are not sufficient. One-to-one inreraction gives chil-
dren access to language that is adjusted to their level ofcomprehension. tü7hen

a child does not understand, the adult may repeat or paraphrase. The response
of the adult may also allow children ro find our when their own utterances are
understood. Television, for obvious reasons, does not provide such interaction.
Even in childrent programmes, where simpler language is used and topics are
relevant to younger viewers, no immediate adjustment is made for the needs
of an individual child. Once children have acquired some language, however,
television can be a source of language and cultural information.

Usage-based learning
As more and more research has documented the ways in which children
interact with the environment, developmental and cognitive psychologists
find further evidence that language acquisition is 'usage-based'. In this view,
language acquisition is possible because ofchildrent general cognitive capac-
ities and the vast number of opportunities they have to make connecdons
between the language they hear and what they experience in their environ-
ment. Sophisticated electronic recording devices have been used to track
and count words and phrases children hear in their daily lives. Deb Roy
documented his son's acquisition of words, showing the frequency and the
contexts for the occurrence of language. Most remarkable, perhaps, is the
demonstration of the power of interaction between the child and the adults
and how adults focus on rhe language the child has begun to use (Roy 2009).

The usage-based perspective on language acquisition differs from the behav-
iourist view in that the emphasis is more on the child's ability ro create
networks of associations rather than on processes of imitation and habit for-
mation. Referred to by various names, including cognitive linguistics, this
view also differs sharply from the innatists' because language acquisition is
not seen as requiring a separare 'module of the mind' but rather depends on
the child's general learning abilities and the contributions of the environ-
ment. As Elena Lieven and MichaelTomasello (2008) put it, 'Children learn
language from their language experiences-there is no other way (p.168).
According to this view, what children need to know is essentially available to
them in the language they are exposed to.

Some of the eady research in this frameworkwas done in the context of con-
nectionism and involved computer simulations in which language samples
were provided as input to a fairly simple program. The goal was to show that
the computer could 'learn' cerrain things if exposed to enough examples.
The program was found to be able to sort our the parterns from the input
and even generalize beyond what it was actually exposed to. It even made the



ol uonualtE f,n¿uals,{s eluos saPnlf,ul leql uollf,nJlsul <UaJPIII{3 lsolu Jq{
'uonf,nJlsur rfaJrP slurT r{lr1v\ rulJd Jo salJelslu aqr Suue^ocslP (3I3EE

fq rsour¡r Sulprar uÉaq or u¡eas uarplll{r eruos 'uleruop leql uI rua¡qod
rgnads E sr aJer{t regr rsaSSns feu¡ SuluolrunJ e pluSoc ¡eralo s,pf-Ip t
qrv'r SurdaalJo tno ruees ter{l p¿er or Sulura¡ ul sle¡ap '.uerPllql rePlo rql

'8ur¡eads rou sI aqs -ro a{JI uala puE}sJapun or s¡raddr pue a8en8uq o
spuodsar ppp ar{r rer{ler{lr\ auluJanp ot $ aSuer ¡eurrou eqt urpv'r ef,ueJa#P

lenpl^pq ue lldruls ro rua¡go;d e srraga; a8en8ue¡ pale¡ap .raqlal{^r aulrureurP

ot f¿,n auo 'ua.rp¡qr Sunof ,{-ra,r u1 'sreal aarqr3o a8e aqr aro3aq >¡eads tou ftro
eruos 'sqluour ZI lg spro \ rs.lg a¡qrauSocar acnpord uarPllqr rsoru eF.tU[

'paapul epl \ sl (leruJou, roj a8uer aW rES
puru ur Burdaal 'l¡¡erurou a8rn8ue¡ Suldo¡a,rap rou $ pII{r 

" 
rerp ¡ae3 farpy

arr^p€ puolssa3o.rd leas ol pa8e:nocua ag sJar{reat pue stuared reqr l"nuassr
$ 1I '>looq srqrJo adors eqr ePlsrno s¡ ruarudolaztap aSrnSue¡ rfeJE serurlettro$

ttrp (uo os pue 'exa¡sfp 'f,usnnr 'srua¡gord frole¡nr¡rrc 'ssauJrep Sulpn¡ru¡¡
sJrlrlrqesrp 3o sadó snorJe aqr Jo uolssnlslp V 'eser arlt rou $ slqt ruoq,,f,

roJ uarplrrlf, aruos er? a;aqt 'fr¡ap ro lr¡n:g3tp ruelgluSls tnoqll^\ turur
-do¡e,rap aSrn8uq 3o sa8ets agr qSno.rr¡r ssa¡8o.ld uerplll{f, rsoru gSnorp¡y

sfe¡ap pue sreprosrp atenturl
'aruar¡adxa q8norgr paurcJl l¡enrce are 'p¡ag ¡ensut

Jno ur srralqo Suna¡d¡alul pu¿ uo SulsnooS 'e¡duexa ro3 'paruelS JoJ e{E¡

e^,l' r¿qr serrrlrge Fnsr^ aqr 's¡ reql '(aes, ol Sulural Surpn¡rul 'Sururea¡ pnr
-da¡¡ad pue a,ruuSor rrr{lo ol ll a¡rdruoc lagl 'p¡nll eql lq paqstdruorrt
rEaJ alqDlJ¿uar ,{¡uo egl rou sl 'a¡rtssa¡dtul eIq¡A 'a8enSut¡ 3o uolrlslnb>t

'stsuoer{l paseg-a8esn .rog 'dn rlng ert sruroj a8tn8ue¡ Suorue pue Sulueau
pue a8en8url uaa^\¡og siullJo Jagrunu ar¡r se 'l¡enper8 ece¡d saler Sulurer¡
'sasergd pur spro.,'r ureal ol sauunl¡oddo Jo sputsnoqr lueu or pasodn
ar¿ uerpllql rrr{r rf,EJ eqr $ slsaqlodÁ1 srqr ol a¡ueuodul re¡ncrrred ¡g
'sssuel qra^ r{f,rr{^|. qu¡'r o8 sgra Ps ¡troduar qllq,& ureel osp far¡1 '(a>¡¡¡ am¡

suouut? snou pur (sa>¡t aq) aunu p-taqunu pue uosrad ¡reru reql suroJ grel
eqt qrrn sunouo¡d alelf,osse ol ureal ,{aqr (¡re¡nuls '(Iooq) atnq '¡ull. 

oB un

pue al pua (leq:) asxoqr qtlw oB aun pue q reql urtal laqt 'qrua.rg Sulurea¡

eJB uerPIIr{f,JI oS 'sunou qlra sIuJoJ arr.tDah¿ PuE elf,Iue arer¡do¡dde aqr elE

-rf,osse ol uJeal repua8 ¡erpeuurrr8 aA?I{ sunou I{JII{1v\ ur sa8en8ut¡ Sulurea¡

ueJpllql 'a¡druexa JoC 'uraqt qtlzvr Jnf,f,o reqr saruegdJoru lef,neurue.rS qrp
spJo,4.l ro 'rueql qtr^{ Jnrf,o ler{r saserqd pue spro,,'r Jeqto aqt qrIA seserqd pw
spror*Sulterf,ossrJo ssaf,ord r osp sl t1 'r0qear leuJarxaJo sluaruela qll^\ sPJo^t

Suner:osse f¡uo rou sa lo^ul uolllslnbf,¿ aSen8ue¡ 'lapour peseg-a8esn e u¡

'palua 'aldutexa JoJ 'qrazr rc¡nBarJI uE uo Sutpua pa-

re¡n8ar e Surund s¿ r{f,ns'a1eru ueJplrqt let{l (sJ>lelsru, a IlBaJf,Jo sPuD{ erues

?ooq?llqr Qtaa wEututaal a7unSuaT 6Z



30 Language learningin earfi childhood

sound-letter correspondences allows them to unlock the treasure chest of
reading. Both groups fall within a normal range. For some children, however,
reading presents such great challenges that they need expert help beyond
what is available in a typical classroom.

Childhood bilingualism
The language development of children who learn multiple languages during
childhood is of enormous importance throughout the world. Indeed, the
majority of the worldt children are exposed ro more rhan one language.
Some children learn multiple languages from earliest childhood; others
acquire additional languages when they go to school. The acquisition and
maintenance of more than one language can open doors to many personal,
social, and economic opportunities.

Unfortunatel¡ as Jim Cummins (2000) and others have pointed out, chil-
dren who already know one or more languages and who arrive at their first
day of school without an age-appropriate knowledge of the language of the
school have often been misdiagnosed as having language delays or disorders.
This includes immigrant and minority language children who do not speak
the school language at home and children who speak a different variety of
the school language. These children's knowledge of a different language or
language variety is often incorrectly interpreted as a lack of normal language
development and a lack of background knowledge for school subjects. They
may be placed in remedial or special education classes because schools are nor
equipped to provide an adequate assessment of childrent abillry to use rheir
home language or of their general cognitive abilities or their knowledge of
school subjects, learned through another language. Researchers have recendy
made important progress in providing guidelines that can help educators
distinguish between disabiliry and diversiry (Paradis, Genesee, and Crago
20II), but much practical rvork remains to be done so that children can
make the most of their cognitive and linguistic abilities.

Children who learn more than one language from earliest childhood are

referred to as 'simultaneous bilinguals', whereas those who learn another lan-
guage later may be called 'sequential bilinguals'. 'W'e sometimes hear people
express the opinion that it is too difficult for children to cope with two lan-
guages. They fear that the children will be confused or will not learn either
language well. However, there is little support for the myth that learning
more than one language in early childhood is a problem for children who
have adequate opportunities to use each one. There is a considerable body
of research on childrent ability to learn more than one language in their
earliest years. Although some studies show minor early delays in one or both
languages for simultaneous bilinguals, there is no evidence that learning two
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Children entering school with little or no knowledge of the language spoken

there may acquire BICS within a relatively short time-as little as a year or

two. They learn from watching and imitating interactions among their peers

and ben¡¡een teachers and students. They make connections between fre-

quently heard words and phrases and the routines and recurring events of the

classroom, cafeteria, and playground. For this reason, students are sometimes

perceived as'fuent' in their second language. This can lead teachers to assume

that any difficulties in academic tasks are not due to limited language skills but
to other sau5s5-frsrn lack of motivation to learning disabilities. More careful

observation shows that the students, while fuent in social settings, do not have

the CALP skills needed for academic tasks such as understanding a problem in
mathematics, defining a word, or writing a science report.

Virginia Collier (1989) found that, for most students, acquiring age-aPPro-

priate CALP takes several years. As the second language learner tries to catch

up, the children who came to school already speaking the school language

are continuing to learn hundreds of new words every year and to learn the

conc€pts that these words represent. If second language learners have limited
knowledge of the school language and do not have opportunities to continue

learning academic content in a language they aheady know, it is not surpris-

ing thai they fall behind in learning the academic subject matter that their
peers have continued to develop.

Children need time to develop their second language skills. Many people

assume that this means that the best approach is to start learning as early

as possible and to avoid the use of the child's previously learned languages.

Ceitainl¡ it is important for children to begin learning and using the school

language as early as possible, but considerable research suggests that contin-
,r.d d.rr.lopment of the child's home language actually contribures in the

long term to more successful acquisition of the school language. Researchers

and edu."tors have expressed concern about situations where children are

cut offfrom their family language when they are Yery young, spending long

hours away from their families in settings where the home language is absent

or even forbidden. Lily'Wong Fillmore (2000) observed that when children

are 'submerged' in a different language for long periods in pre-school or

day care, their development of the family language may be slowed down or

stalled before they have developed an age-appropriate proficiency in the new

language. Eventually they may stop speaking the family language altogether,

"nd 
thii loss of a common language can lead to significant social and psycho-

logical problems.
'Wallace Lambert (1987) called the loss of one language on the way to learn-

ing another subtractive bilingualism. It can have negative consequences for

childre.rt self-esteem, and their relationships with family members are also

likely to be affected by such early loss of the family language. In these cases,

children seem to continue to be caught between two languages: they have not
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and six years old. Compare these to books for young readers, aged six to
eight.What does this suggest about the importance of continuing to read
to children after they have begun to learn to read at school? Finall¡ look at
the language used in textbooks for children at age l0 or I l.What can you
conclude aboutthe challenge faced by English language learners entering
school at this age?

3 lf you are or may be teaching a second language to a group of school-
aged learners with different first language backgrounds, can you think of
pedagogical tasks/activities in which children can display and use their L I

knowledge to help them learn the second language?

Suggestions for further reading
Berko Gleason,J. and N. Bernstein-Ratner (eds.). 2009. The Deuelopnnent

ofLanguage 7th edn. NewYork Allyn and Bacon.

Many of the chapters by leading expems in child language introduce
readers to the best-known findings of the pasr 50 years of research on chil-
drent language development. In addition, there are chapters based on new
research, using the kinds of technology that have only recently become
available. Thus, the rich database created by researchers with notepads,
tape recorders, and tools such as the 'wug rest' is complemented by studies
ofthe neurological bases oflanguage learning and language use.

Paradis,J., E Genesee, and M. B. Crago. 2011. Dual Language
Deuelopment and Disorders: A Handbook on Bilingualism and Second

Language Learning2ndedn. Baltimore: Paul H. Brookes.

The authors describe language acquisition by children who learn more than
one language simultaneously or sequentiall¡ drawing on research from edu-
cation, psychologr, and linguistics. They make the research accessible by
their writing style, the inclusion of a glossary of terms, and above all by relat-
ing the research to profiles of children who are acquiring their languages in
a variety of home, school, and community situations. The authors provide
insights into both normal and atypical multilingual development.

Pearson, 8.2.2008. Raising a Bilingual Child: A Sup-by-Sap Guidefor
Parents. NewYork Living Language (Random House).

Addressing herself mainly to parents, Barbara Zurer Pearson (2008)
reviews research from many studies and shows how children become bilin-
gual in many different environments. She also emphasizes the advantages
of growing up with a knowledge of more than one language-from the
evidence for cognitive fexibiliry to the benefits of cultural knowledge.
'W'ritten in an approachable and humorous style, the text is supported
by Zver Pearson's thorough knowledge of the research literature that is
included in the bibliography.
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Now ask yourself the following quest¡ons about these different learners.

I Do they already know at least one languagel

2 Are they cognitively maturelAre they able to engage in problem solving,

deduction, and complex memory tasks?

3 How well developed is their metalinguistic awareness? Can they define a

word, say what sounds make up that word, or state a rule such as'add an

-s to form the plural'?

4 How extensive is their general knowledge of the worldl Does this
knowledge enable them to make good guesses about what a second
language interlocutor is probably saying?

5 Are they likely to be anxious about making mistakes and concerned about
sounding'silly' when speaking the language?

ó Does the learning environment allow them to be silent in the early stages

of learning, or are they expected to speak from the beginning?

7 Do they have plenty of time available for language learning and plenty of
contact with proficient speakers of the language?

8 Do they frequently receive corrective feedback when they make errors in
grammar or pronunciation, or do listeners usually overlook these errors
and pay attention to the meaning?

9 Do they receive corrective feedback when their meaning is not clear,

when they use the wrong word, or when they say something that seems

inappropriate or impolitel

l0 ls modified input available?That is, do interlocutors adapt their speech so

that learners can understand (for example, in terms of speed of deliver¡
complexity of grammatical structure, or vocabulary)?

Then compare your views with the discussion of learner characteristics and

learning conditions below.

Learner characteristics
By definition, all second language learners, regardless of age, have already
acquired at least one language. This prior knowledge may be an advantage in
the sense that they have an idea of how languages work. On the other hand,
knowledge of other languages can lead learners to make incorrect guesses

about how the second language works, and this may result in errors that first
language learners would not make.

Very young language learners begin the task of first language acquisition
without the cognitive maturity or metalinguistic awareness that older
second language learners have. Although young second language learners

have begun to develop these characteristics, they will still have far to go in
these areas, as well as in the area of world knowledge, before they reach the
levels already attained by adults and adolescents.
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On the one hand, cognitive maturiry and metalinguistic awareness allow
older learners to solve problems and engage in discussions about language.
This is particularly important for those who are learning language in a class-
room, with limited time in contact with the language. On the other hand,
some theorists have suggested that the use of these cognitive skills-so valua-
ble for many kinds of tasla actually interfere with language acquisition.
They argue that successful language acquisition draws on different mental
abilities, abilities that are specific to language learning. It has been suggested
that older learners draw on their problem-solving and metalinguistic abilities
precisely because they can no longer access the innate language acquisition
abiliry they had as young children. 'Sl'e will have more to say about this in
Chapter 3, when we discuss the role of age in second language acquisition.

In addition to possible cognitive differences, there are also attitudinal and cul-
tural differences between children and adults. Most child learners are willing
to try to use the language-even when their proficiency is quite limited.
Many adults and adolescents find it stressful when they are unable to express

themselves clearly and correctly. Nevertheless, even very young (pre-school)
children differ in their willingness to speak a language they do not know well.
Some children happily chatter away in their new language; others prefer to
listen and participate silently in social interaction with their peers.

Learning conditions
Young second language learners are often allowed to be silent until they are

ready to speak. They may also practise their second language in songs and
games that allow them to blend their voices with those of other children.
Older second language learners are often forced to speak from the earli-
est days of their learning, whether to meet the requirements of classroom
instruction or to carry out everyday tasks such as shopping, medical visits, or
job interviews.

Another way in which younger and older learners may differ is in the amount
of time they can actually spend learning a second language. 'We know that
first language learners spend thousands ofhours in contact with the language

or languages spoken around them. Young second language learners may
also be exposed to their second language for many hours every day-in the
classroom, on the playground, or in front of the television. Older learners,

especially students in foreign language classrooms, receive far less exposure-
perhaps only a few hours a week. Indeed, atypical foreign language student
will have no more than a few hundred hours of exposure, spread out over a

number of years. Adult learners who are immigrants or minority language

speakers often continue to use the language they aheady know as they fulfil
their daily responsibilities for work and family, and they may use the second
language only in limited situations.
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This brief discussion places the emphasis on how both the characteristics of
learners and the contexts in which they acquire a second language may be

different. In the following pages, we will focus more on similarities in how
their knowledge of the new language develops over time.

Studying the language of second
language learners
'We have seen that childrent knowledge of the grammatical system of their
first language is built up in predictable sequences. For example, grammati-
cal morphemes such as the -ing of the present progressive or the -ed of the
simple past are not acquired at the same time, but in a sequence. Are there

developmental sequences for second language acquisition? How does the

prior knowledge of the first language affect the acquisition of the second (or

third) language? How does instruction affect second language acquisition?

Are there differences in the development of learners whose only contact with
the new language is in a classroom and those who use the language in daily
life? These are some of the questions researchers have sought to answer, and

we will address them in this chapter as well as in Chapters 5 and 6.

Knowing more about the development of learner language helps teachers to
assess teaching procedures in the light ofwhat they can reasonably expect to
accomplish in the classroom. As we will see, some characteristics of learner
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of transfer from learners' first language. Detailed analysis of learners' errors

revealed, however, that not all errors made by second language learners can

be explained in terms of first language transfer alone. A number of studies

,ho-ihat many errors can be explained better in terms of learners' develop-

ing knowledge of the structure of the target language rather.than an attempt

ro"transfer p-att.rn, of their first language (Richards 1974). Furthermore,

some of the errors are remarkably similar to those made by young first lan-

guage learners, for example, the use of a regular -ed pxt tense ending on an

irregular verb.

A simplified version of the CAH would predict that, where differences exist,

errorsiould be bi-directional, that is, for example, French speakers learning

English and English speakers learning French would make errors on paral-

lel iinguistic f.aiur.s. H.l-ut Zobl (1980) observed that this is not always

the caie. For example, in simple English sentences, direct objects, whether

nouns or pronouns, come aftér the verb ('The dog eats the_ cookie. The dog

eats it.'). in French, direct objects that are nouns follow the verb (Le chien

mange le biscuit-literall¡ 'The dog eats the cookie'). However, direct object

prorri,rr* precede the verb (Le chien le mange-literally-.'The dog it_eats').

lhe CAHiould predicr rhar a narive speaker of English m1s!t make the

error of sayi ng: 'Le chien mange le' when learning French, and that a native

speaker of frá.h might say'The dog it eats'when learning English' In fact,

Éngfish speakers leaining-French aie more likely to make_the predicted

"rrá, 
.h"n French sp.ak.rs learning English. This may be due to the fact

that English rp."k"ri learning French hear many examples of sentences with

subjectiverbjobject *ord oÁer (for example , Le chien mange le b.iscuh) and

-"k th. incorráct generalization-based on both the word order of their

first languag. 
"rd.l,rld.nce 

from the second lanq,uage-that all direct objects

.o-. 
"ñ.r 

lhe rr.rb. French-speaking learners of English, on the other hand,

hearing and seeing no evidence that English direct object pronouns precede

',,erbs, áo ,tot t.rrd to use this pattern from their first language'

The finding that many aspecrs of learners' language could not be explained

by the CeÉ led a rrnmb.i of researchers to take a different approach to ana-

lysing learners' errors. This approach, which developed during the 1970s,

É.."á. known as 'error 
"."lytit' 

and involved detailed descriptions of the

errors second language l.arrrárs made. The goal of this research was to dis-

cover what le"rneis ,Jdly ktr.* about the language. As Pit Corder observed

in a famous article published in 1967, when learners produce correct sen-

tences, they may simply be repeating something they have already heard;

when they produce sentences that differ from the target language, we may

assume thaithese sentences refect the learners' current understanding of the

rules and parrerns of that language.'We saw this in the example of a learner

who says 
;b,ry.d' instead of 'bought.' Error analysis differecl from contras-

tive aniysis in th"t it did not ,.tlu. to predict errors. Rather, it sought to
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the way of Santa Clause, not Santa Clause but his pocket of surprises. After
they will go in a city and they go in a saloon. [...]
(Unpublished data from P M. Lightbown and B. Barkman)

Learner 2; Chinese first language,adult
This year Christmas comes soon! Santa Claus ride a one horse open sleigh to
sent present for children. on the back of his body has big packet. it have a lot of
toys. in the way he meet three robbers.They want to take his big packet. Santa

Claus no way and no body help, so only a way give them, then three robbers
ride their horse dashing through the town.There have saloon,they go to drink
some beer and open the big packent.They plays toys in the Bar.They meet a

cow boy in the saloon.

(Unpublished data provided by M. J. Martens)

Perhaps the most striking thing here is that many error types are common to
both learners. Furthermore, both make errors of spelling and punctuation
that we might find in the writing ofa young first language speaker ofEnglish.
Even though French uses grammatical morphemes to indicate person and
number on verbs and Chinese does not, both these learners make errors of
subject-verb agreement-both leaving off the third person -s marker and
overusing it when the subje ct is plural ('a cowboy go' and 'three robbers in the
mountain who sees' by Learner 1 and 'Santa Claus ride' and 'they plays' by
Learner 2). Such errors refect learners' understanding ofthe second language
system itself rather than an attempt to transfer characteristics of their first
language. They are sometimes referred to as 'developmental' errors because

they are similar to those made by children acquiring English as their first lan-
guage. Sometimes these are errors ofovergeneralization, that is, errors caused
by trying to use a rule in a context where it does not belong, for example, the
-s ending on the verb in 'they plays'. Sometimes the errors are better described
as simplification, where elements of a sentence are left out or where all verbs
have the same form regardless of person, number, or tense.

One can also see, especially in Learner 2's text, the influence of classroom
experience. An example is the use offormulaic expressions such as'one horse

open sleigh' which is taken verbatim from a well-known Christmas song that
had been taught and sung in his English as a Second Language (ESL) class.

The vivid'dashing through the town' probably comes from the same source,
with the substitution of 'town' for'snow'.

For those who are familiar with the English spoken by native speakers of
French, some of the errors (for example, preposition choice 'in the same

time') made by the first learner will be seen as probably based on French.
Similarl¡ those familiar with the English of Chinese speakers may recog-

nize some word order patterns (for example, 'on the back of his body has

big packet') as based on Chinese patterns. These may be called transfer or
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( 1 98 1) identified developmental sequences in the acquisition of German by
speakers of several Romance languages who had little or no instruction.

Subsequent research has shown that learners who receive instruction exhibit
similar developmental sequences and error patterns. In the interlanguage of
English speakers whose only exposure to German was in university classes in
Australia, Pienemann (1988) found patterns that were similar to those of the
uninstructed learners. In Chapter 6, we will discuss other studies that have
investigated the infuence of instruction on developmental sequences.

Grammatical morphemes
Researchers have examined the development of grammatical morphemes by
learners of English as a second language in a variety of environmenrs, at
different ages, and from different first language backgrounds. In analysing
each learner's speech, researchers identify the obligatory contexts for each

morpheme, that is, the places in a sentence where the morpheme is necessary
to make the sentence grammatically correct. For example, in the sentence
'Yesterday I play baseball for two hours', the adverb yesterday' creates an
obligatory context for a past tense , and 'for two hours' tells us that the required
form is a simple past ('played') rather than a past progressive ('was playing').
Similarl¡ 'tR'o' creates an obligatory context for a plural -s on 'hours'.

For the analysis, obligatory contexts for each grammatical morpheme are

counted separatel¡ that is, one count for simple past, one for plural, one for
third person singular present tense, and so on. After counting the number of
obligatory contexts, the researche r counts the corre ctly supplied morphemes.
The next step is to divide the number of correctly supplied morphemes by
the total number of obligatory contexts to answer the question what is the
percentage accufacy for each morpheme?' An accuracy score is created for
each morpheme, and these can then be ranked from highest to lowest, giving
an accuracyorder for the morphemes.

The overall results of the studies suggested an order that was similar but not
identical to the developmental sequence found for first language learners.

However, the order the researchers found was quite similar among second

language learners from different first language backgrounds. For example,
most studies showed a higher degree of accurary for plural -s than for posses-

sive - i, and for -ingthan for regular past(-ed). Stephen lGashen summarized
the order as shown in Figure 2.l.1lne diagram should be interpreted as

showing that learners will produce the morphemes in higher boxes with
higher accuracy than those in lower boxes, but that within boxes, there is no
clear pattern of difference.
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to question the adequacy ofobligatory contexr analyses as the sole basis for
understanding developmental sequences. Teresa Pica (1983) argued that
accuraq/ scores should take account ofoveruse and incorrect uses to deter-
mine a score for targetJike use rather than refect only use in obligatory
contexts.

The morpheme acquisition literature raises other issues, not least of them the
question of why there should be an order of acquisition for these language
features. some of the similarities observed in different studies r..^.d1o 6.
due to the use ofparticular tasks for collecting the data, and researchers found
that different tasks tended to yield different resuks. Nevertheless, a number
of studies have revealed similarities that cannot be explained by the data col-
lection procedures alone. As with first language acquiiition, researchers have
not found a single simple explanation for the order. Jennifer Goldschneider
and Robert DeKeyser (2001) reviewed this research and identified a number
ofvariables that contribute to the order. Salience (how easy it is to notice the
morpheme), linguistic complexiry (for example, how many elemenrs you
have to keep track of), semantic transparency (how clear the meaning is),
similarity to a first language form, and frequenry in the input all r..- to pl"y
a role.

Negation
The acquisition of negative sentences by second language learners follows
a path that looks nearly identical to the srages we saw in Chapter 1 for first
language acquisition. However, second language learners from different first
language backgrounds behave somewhat differentlywithin those stages. This
was illustrated in John Schumann's (1979) research with Spanish speakers
learning English and Henning \l'odet (1978) work on German speakers
learning English.

Stage I
The negative element (usually'no'or'not') is typicallyplaced before the verb
or the element being negated. Often, ir occurs as the first word in the sen-
tence because the subject is not there.

No bicycle.
I no like it.
Not my friend.

'No' is preferred by most learners in this early stage, perhaps because it is
the negative form that is easiest to hear and recognize in the speech they are
exposed to. Italian- and Spanish-speaking learners may prefer 'no' because ir
corresponds to the negative form in Italian and Spanish (No tienen muchos
librol. They may conrinue to use Stage 1 negation longer than other learners
because of the similariry to a pattern from their first language. Even at more
advanced stages, they may also use Stage 1 negatives in longer sentences or
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Dog?
Four children?
\7hatt that?

Stage 2
Declarative word order, no inversion, no fronting.

It's a monster in the right corner?
The boys throw the shoes?

Declarative order with rising intonation is common in yes/no questions in
informal spoken French. French speakers may hypothesize that in English,
as in French, inversion is optional.

Stage 3
Frontin g: da - f r o nting, w h -f r o ntingwitho ut inversion, other fronting.

Do you have a shoes on your picture?
\lhere the children are playing?
Does in this picture there is four astronauts?
Is the picture has two planets on top?

French has an invariant form est-ce que (literally 'is it that') that can be placed
before a declarative sentence to make a question. For example, Jean aime le
cinémabecomes Est-ce queJean aime le cinéma? ('is it that)John likes movies?'
French speakers may think that'do' or'does' is such an invariant form and
continue to produce Stage 3 questions for some time.

Stage 4
Inyersion in wh- + copula; yes/n questions with other auxiliaries.

\(here is the sun?

Is there a fish in the water?

At Stage 4, German speakers may infer that if English uses subject-auxiliary
inversion, it may also permit inversion with full verbs, as German does, leading
them to produce questions such as 'Like you baseball?' (Magst du basebalh)

Stage 5
Inversion in wh- questions with both an auxiliary and a main verb.

How do you say'proche'?
\,lhat's the boy doing?

French-speaking learners may have difficulry using Stage 5 questions in
which the subject is a noun rather than a pronoun. They may say (and
accept as grammatical) 'Vhy do you like chocolate?' but not "ühy do chil-
dren like chocolate?' In this, they are drawing on French, where it is often
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Toble 2.2 Questions by Joponese-speoking leorners of English

Possessive determiners
A developmental sequence for the English possessive forms 'his' and'her' has

been observed in the interlanguage of French- and Spanish-speaking learn-
ers. In English, the choice of 'his' or 'her' (or 'its') is determined by the natural
gender of the possessor. In French and Spanish (and many other languages),
the correct form of the possessive determiner matches the grammatical
gender of the object or person that is possessed. This can be illustrated with
the following translation equivalents for French and English:

Sa mére = his mother or her mother
Son chien = his dog or her dog
Ses enfants = his children or her children

8 ls they're ret¡rement peoplel t23456
9 ls this perfume or ... I don't know. 123456

l0 And it is necktie? t23456

Learner 3

I I Are there any shuttle? Space shuttle? 1234s6
l2 lnside, is there any girl? 123456
| 3 You dont see? 123456
l4 What are, what the people wearing? t23456
l5 And they are carrying pink boxl 123456

Answer key
Learner l: Questions 1,4, and 5 are Stage 5 questions. Question 5 is
interesting because it shows the speaker self-correcting, suggesting that
Stage 5 is still a level that reguires some greater effort. Questions 2 and 3

are Stage 4 questions.

Learner 2: Questions 6 and 9 could be Stage 4 questions. However, the fact
that questions 7 and 8 are Stage 3 questions suggests that this speaker
has not actually progressed from'fronting' to'inversion', particularly since
question l0 is a Stage 2 question.

Learner 3: Questions I I and 12 are Stage 4 questions. Questions l3 and
15 are Stage 2 questions. Question 14 shows the speaker apparently on
the verge of a Stage 5 question, then retreating to a Stage 3 question.
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Relative clauses

Second language learners first acquire relative clauses that refer to nouns in the
subject and direct object positions, and only later (and in some cases, never)
learn to use them to modify nouns in other sentence roles (for example, indi-
rect object and object of preposition). A summary of the observed pattern
of acquisition for relative clauses is shown in Thble 2.3.It is referred to as the
accessibility hierarchy, and it refects the apparent ease with which learners
have access to certain structures in the target language.

Part of speech Relative clause

Subject The girl who was sick went home.

Direct object The story that I read was long.

lndirect object The man who[m] Susan gave the present to
was happy.

Object of preposition I found the book thatJohn was talking about.

Possessive I know the woman whose father is visiting.

Object of comparison The person that Susan is taller than is Mary.

Photocopiable O Oxford University Press

Toble 2.3 Accessibility hierorchy for relotive clouses in English

(odopted from Doughty I99l)

Unlike the study of grammatical morphemes, negation, and questions, the
study of relative clauses was not inspired by research on child language.

Rather, it came from patterns that Edward Keenan and Bernard Comrie
(1977) observed in a large number of languages. Th.y found that those lan-
guages that included the structures at the bottom of the list in Thble 2.3
would also have those at the top, but the opposite was not necessarily true.
Subsequentl¡ Susan Gass (1982) and others found that if a second language

learner could use one of the structures at the bottom of the list, he or she

would probably be able to use any that precede it. On the other hand, a

learner who could produce sentences with relative clauses in the subject or
direct object positions (at the top of the list) would not necessarily be able to
use them in any of the clause types further down the list.

Despite the similariry of the general pattern, several rypes of first language

influence have also been observed in the acquisition of relative clauses. First,
it has been observed that for learners whose first language does not have a
particular clause type (for example, object of comparison), it is more dif-
ficult to learn to use that rype in English. Second, where learners have a first
language with a substantially different way of forming relative clauses (for
example, Chinese and Japanese, where the relative clause precedes the noun



f¡ruanbarS ssal sre>lreru tsed a¡dturs asn sraurea¡ '(.a1q
aqr lq us or fddeq paruees all,) sruelsuor sE pa raf,rad aq leu trr{t <satels. ¡o
(rroourage ¡F rue \s 1,) pouad aruos JoJ anunuoo leu rerp .sanr^rl3e, JoC '(.p{
01 tue r put uurdse ue >1oor raqtorg l¡¡, ,'salltu eeJqr ueJ I,) (stuauralarr.lfr prrr

,stuauqsqduorfe, sE ol paJJaJaJ aJE eseql 'paurruJarap aq l¡rsra uec tulod pm
asogrrr SurpauJos ot JaJaJ ter{r sgJal uo asuat tsed lreru ot Jersee tl puy ol ruJax

sJauJ¿a'I 'sqJa tuaJa5rp aqr fq passa¡dxa s8ulueaurjo spur¡ aqr'sr leql',lf,ads
prrxal, eqr or enp ag or;eadde saruaraglp aser{I '<e>pl teql ur urc./v\s -raqrr3 f¡,1"
Jo ¡eJ1d rse¡ fddeg peuaes aqs, sB r{fns sef,uatuas ur uerlt ,an13 qrrzvr tl pary
ratsls f¡4¡, pue (ase arp a>loJq I, sE r{f,ns seJuJtuas ur asuat rsed lreru or f¡a11
eroul are sraureel rer{r punoJ e Eq srerpo pue (0002) 3r1re¡1-r,rop.reg uoalrpqt

'sreal uaarSg ef,urs aJer{ pe^rr ser{ eqs
'qsg 8lq E per{f,I"r rarsrs l¡lr¡

'(rsed alduls aqr u"qr raqrer rra3.rad tuasa¡d aqr 'a¡drurn
ro3) ruroS asual lsed 8uo¡rll, er{} Jo asn aqr ;o Sulpua pa- rc1n8u aqr azrlere

-ua3¡arro &ru s¡au;eal 'sqJal re¡n8ar uo asual rsed Suqreu ur8aq laqr ragy

'qsruedg a>1ods a¿N 'Aep Ánt'a Iooqls ot tua \ alN

d¡qe¡¡er

pasn sr rstd re¡n8ar aql aJoJag pasn ag leu sq;a,r re¡nBaJJIJo suJoJ esuat tsed

'dors rrro¡1 'aun 3uo¡ 8ur¡ro,la. ey1¡

'Suluea¡u

ter{r JoJ sasn a8en8ue¡ ra8;er eql rBI{t euo eql ag tou leu¡ u q8nogr¡e 'tsed
JoJ gJa aqr 8ur¡mu auagd;ou ¡ecneruruer8 B r{JEltE ol }JE}s s;au;ea¡ tarr¡

or ere¡d
ol JaJeJ

'lueJnelseJ ur lJoA\ eH 'atuof, uos l¡¡
'PJEr{ ool >lJo,/l\ a/N'rueN rel^

'rsed agr ur paJJnJf,o luala al{l rBI{t 1üor{s

Jo erun B uonuaur Jo paJJnf,f,o laqr golq.tr uI JtpJo aIF uI slua^¡
l¡duls feu a8en8uel petlrull qrl^\ sreureel <uaJpllr{r Sunol a1r1

'u.¡aued JelIuIs e u!

slua,ra lsed ot SurrraSa; ro; a8en8ut¡ eqt armbce 'sa8en8uel puocas3o ltal:e,r e

8ur¡mb:e pue spuno.rbpeg a8en8uel rsrg rueJaJlp ruol3 sraureel reqr u,ltorls
ser{ r{rJEe$J er{I 'erun ur sruela a}Bf,ol or a8en8ue¡ asn or lrl¡ge Surdole,rap

aqt pa^resgo a,req '(¿g61) IesIeW ua8rnf8upn¡:ur 'sragorrasarJo raqunu V
lsed ol aJueraJe¿

rurq 
^\ES r oq.&\ u'ru aq1, 'a¡dure"'::;;:yJ,tJ"r";iÍ:L::$ttffi:il1

e rrBlor eqr qroq acnpord uauo sra>leads clge.ry'a¡dtuexa ro{ 'a>lBtu srauJ¿el

sJoJJe ar{r ur uJas sr aluangul a8en8ue¡ rsJU 'pJItII 'parue PE f¡rlej sl a8en8

-uBIJeluI JIaIF ual{,l\ uela sasnBIJ eArlEIaJ Sutsn plo,Le leru lagr '(sagrporu u

gg &uru"raa1 a8anSual puotag



56 Second language learning

First language can have an influence here too. Laura Collins (2002) investi-
gated the different English verb forms used by French speakers. The past tense

that is most commonly used in spoken French and that is usually a transla-
tion of a simple past form in English is a form that resembles the present

perfect in English. Thus, the equivalent of 'Yesterday he ate an apple' is Hier
il a mangé une pomme-literall¡ 'Yesterday he has eaten an apple'. Teachers

often comment on French speakers' tendency to overuse the present perfect.
In Collins' stud¡ learners completed passages by filling in blanks with the

appropriate form of a verb. As expected, in places where English speakers

would use the simple past, French speakers did sometimes use the perfect
(either present perfect or past perfect) forms. Furthermore, they used them
more frequently than a comparison group of Japanese speakers. However,

the French speakers were more likely to use perfect forms for achievement
and accomplishmentverbs than for the states and activities. Collins observes,

'The [first language] infuence does not appear to override the effect of lexical

aspect; rather it occurs within iC (p. 85).

Movement through developmental sequences

\7e have seen in this section that, as in first language acquisition, there are

systematic and predictable developmental sequences in second language

acquisition. However, it is important to emphasize that developmental stages

are not like closed rooms. Learners do not leave one behind when they enter

another. In examining a language sample from an individual learner, one

should not expect to find behaviours from only one stage. On the contrary,

at a given point in time, learners may use sentences rypical of several different
stages. It is perhaps better to think of a stage as being characterized by the

emergence and increasing frequency of new forms rather than by the com-
plete disappearance of earlier ones. Even when a more advanced stage comes

to dominate in a learnert speech, conditions ofstress or complexity in a com-
municative interaction can cause the learner to slip back to an earlier stage.

In addition, as we have already noted, progress to a higher stage does not
always mean fewer errors. For example, a learner may produce correct ques-

tions at Stage 1 or Stage 3, but those correct forms are not necessarilybased on

underlying knowledge of subject-verb inversion. That is, correct questions

at Stage I are formulaic chunks, not sentences that have been constructed

from the words that make them up. At Stage 2, learners have advanced, in the

sense that they are forming original questions, but the word order of those

questions is not grammatical in the target language. At Stage 3, questions are

formed by placing a question form (most often a uh- word or a form of the

verb 'do') at the beginning of a sentence with declarative word order. This

may result in questions such as 'Do you want to go?' that conform to English
patterns. However, when the learner asks a question such as'Do you can help
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'We 
have seen some ways in which the first language interacrs with develop-

mental sequences. \flhen learners reach a certain stage and perceive a similariry
to their first language, they may linger longer at that stage (for example, the
extended use ofpreverbal'no'by Spanish speakers) or add a sub-stage (for
example, the German speakert inversion of subject and lexical verbs in ques-
tions) to the sequence which, overall, is similar across learners, regardless of
their first language. They may learn a second language rule but restrict its
application (for example, the French speakert rejection of subject-auxiliary
inversion with noun subjects that we saw in Stage 5 questions on page 50).

The first language may influence learners' interlanguage in other ways as well.
As we saw earlier, the phenomenon of avoidance that Jacquelyn Schachter
(I974) described appeared to be caused at least in part bylearners'perception
that a feature in the target language was so distant and different from their
first language that they preferred not to try it.

Other researchers have also found evidence of learners' sensitiviry to degrees

of distance or difference and a reluctance to attempt a transfer when they
perceive the languages as too different. In one revealing study, Hákan
fungbom (1986) found that the interference errors made in English by both
Finnish-Swedish and Swedish-Finnish bilinguals were most often trace-
able to Swedish, not Finnish. The fact that Swedish and English are closely
related languages that actually do share many characteristics seems to have
led learners to take a chance that a word or a sentence structure that worked
in Swedish would have an English equivalent. Finnish, on the other hand,
belongs to a completely different language family, and whether their own
first language was Swedish or Finnish, learners appeared reluctant to draw on
Finnish in learning English.

The risk-taking associated with this perception of similariry has its limits,
however. For example, Eric Kellerman (1986) observed that learners often
believe that idiomatic or metaphorical uses ofwords are unique to a particu-
lar language. Kellerman found that Dutch learners of English were reluctant
to accept that certain idiomatic expressions or unusual uses of words were
also possible in English. For example, they rejected 'The wave broke on the
shore' but accepted'He broke the cup' even though both are straightforward
translations of sentences with the Dutch verb brehen.

Another way in which learners' first languages can affect second language

acquisition is by making it difficult for them to notice that something they
are saying is not a feature of the language as it is used by more proficient
speakers. Lydia Vhite (1991) gave the example of adverb placement in
French and English. Both languages allow adverbs in several positions in
simple sentences. However, as the examples inTáble 2.4show, there are some

differences. English, but not French, allows SAVO order; French, but not
English, allows SVAO.
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So far this chapter has focused on the acquisition of morphology andsynrax
in the second language . \7e now turn to the learning ofsome other important
components of communicative competence: vocabular¡ pragmatics, and
pronunciation.

Vocabul^ry
In 1980, Paul Meara characterized vocabulary learning as a'neglected aspect
of language learning'. Researchers in the 1970s and early 1980s were drawn
to syntax and morphology because of the way error patrerns and develop-
mental sequences of these features might reveal somerhing about universals
in languages and language acquisition. How different things are now!Just as

Meara was commenting on the state of neglect, an explosion of research on
vocabulary learning was beginning, and the acquisition of vocabulary has

become one of the most active areas in second language acquisition research.

For most people, the importance of vocabulary seems very clear. As it has
often been remarked, we can communicate by usingwords that are not placed
in the proper order, pronounced perfectly, ot -"t[.d with the proper gram-
matical morphemes, but communication often breaks down if we do not
use the correct word. Although circumlocution and gestures can sometimes
compensate, the importance ofvocabulary can hardly be overestimated.
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albeit', a proficient speaker of English would know that only one of these
words is a real English word, albeit a rare and somewhat odd one. On the
other hand, even proficient speakers might recognize none of the following
items: 'goniomete¡ micelle, laminitis, throstle'. Even our computer's spell-
checker rejected ñvo out of four, but all are real English words, according to
the New Oxford Dictionary ofAmerican English.

Among the factors that make new vocabulary more easily learnable by
second language learners is the frequencywith which the word is seen, heard,
and understood. Paul Nation (2001) reviews a number of studies suggesring
that a learner needs to have many meaningful encounters with a new word
before it becomes firmly established in memory. The estimates range as high
as 16 times in some studies. Even more encounters may be needed before a

learner can retrieve the word in fuent speech or automatically understand
the meaning of the word when it occurs in a new conrexr. The ability to
understand the meaning of most words without focused attention is essential
for fluent reading as well as for fluent speaking.

Frequency is not the only factor that determines how easily words are learned,
however, as illustrated by the words in the three lists shown in Thble 2.5.

List I List 2 List 3

friend hamburger SOVernment

more Coke responsibility

town T-shirt dictionary

book Facebook elementary

hunt taxi remarkable

srng Ptzza description

box hotel exPressron

smile dollar international

eye lnternet dénouement

night disco entente

Photocopiable @ Oxford University Press

Toble 2.5 English words thot moy be'eosy' or'difrcuh' for second longuage leorners

All of the words in List I look easy because they are simple one-syllable words
that refer to easily illustrated actions or objects. They are also quite common
words in English, appearing among the 1,000 most frequent words. And yet,
they are not likely to be known to students who have not had previous instruc-
tion in English or exposure to the language outside school. Furthermore,
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is an important potential source of vocabulary developmenr for second lan-
guage learners as it is for first language learners. However, there are some
problems with the norion that vocabulary growth through reading requires
little effort. As noted above, it is difficult to infer the meaning of a newword
from reading unless one already knows 95 per cent or more of the other
words, and learners usually need to have many meaningful encounters wirh
a word before they recognize it in new conrexts or produce it in their own
speaking and writing. As we saw in Chapter 1, Dee Gardner's (2004) research
demonstrates that certain types of words are rare in narratives. Thus, stu-
dents who read mainly fiction may have little chance of learning words that
are essential for their academic pursuits. Conversel¡ reading mainly science
texts will not provide many opportunities to learn the vocabulary of social
interaction.

Research on vocabularylearning through readingwithout focused instruction
confirms that some vocabulary can be learned without explicit instruction
(see Chapter 6, Study 17). On the other hand, Jan Hulstijn and Batia Laufer
(2001) and others provide evidence that vocabulary development is more
successful when learners are fully engaged in activities that require them to
attend carefully to the new words and even to use them in productive tasks.
Izabella Kojic-Sabo and Patsy Lightbown (1999) found that effort and the
use of good learning strategies, such as keeping a notebook, looking words
up in a dictionar¡ and reyiewing what has been learned were associated with
better vocabulary development. Cheryl Boyd Zimmerman (2009) provides
many practical suggestions for teaching vocabulary and also for helping
learners to continue learning outside the classroom.

Even with instruction and good strategies, the task of acquiring an adequate
vocabulary is daunting. -What 

does it mean to 'know' a word:

. Grasp the general meaning in a familiar context?

. Provide a definition or a translation equivalent?

. Provide appropriate word associations?

. Identify its component parts or etymology?
o lJse the word to complete a sentence or to create a new sentence?
. ljse it metaphorically?
. lJnderstand a joke that uses homonyms (words that sound alike but

mean different things, such as 'cents', 'sense', 'scents')?

Second language learners whose goal is to use the language for both social
and academic purposes must learn to do all these things.
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language and to judge whether a particular request is appropriate or inap-
propriate in a specific contexr.

Since the early 1990s more research has directly investigated the acquisition
of second language pragmatic ability. This includes longitudinal and cross-
sectional studies describing rhe acquisition ofseveral different speech acts. One
that has been the focus of considerable attention is 'requesting'. Requests are
an interesting pragmaric feature ro examine because there are identifiable ways
in which requesrs are made within particular languages as well as differences in
how they are expressed across different languages and cultures.

In a review of longitudinal and cross-sectional studies on the acquisition
of requests in English, Gabriele Kasper and Kenneth Rose (2002) outline
a series of five stages of development. Stage I consists of minimal language
that is often incomplete and highly context-dependent. Stage 2 includes
primarily memorized routines and frequent use of imperatives. Stage 3 is

marked by less use of formulas, more productive speech, and some mitiga-
tion of requests. Stage 4 involves more complex language and increased use

of mitigation, especially supportive starements. Stage 5 is marked by more
refinement of the force of requests. The five stages, their characteristics and
examples are given below.

Stage 1: Pre-basic
Highly context-dependent, no syntax, no relational goals.

Me no blue.
Sir.

Stage 2: Formalaic
Reliance on unanalysed formulas and imperatives.

Lett play the game.
Let's eat breakfmt.
Dont look.

Stage 3: Unpaching
Formulas incorporated into productive language use, shift ro conventional
indirectness.

Can you pass the pencil please?

Can you do another one for me?

Stage 4: Pragmatic erpansion
Addition of new forms to repertoire, increased use of mitigation, more
complex syntax.

Could I have another chocolate because mychildren-I have five children.
Can I see it so I can copy it?
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extensive exposure to conversational interaction outside the classroom. The

question is no longer whether second language pragmatics should be taught
but rather how it can be integrated into classroom instruction.

Phonology
fu noted earlier, grammar has been the focus for second language teachers

and researchers for a long time. Vocabulary and pragmatics have also received

more attention in recent years. However, we know less about pronunciation
and how it is learned and taught. Pronunciation was a central component in
language teaching when the audiolingual approach was dominant. Several

techniques for teaching pronunciation were developed at that time, and

most of them focused on the pronunciation of segmentals, getting learners

to perceive and to produce distinctions between single sounds in minimal
pair drills (for example, 'ship' and 'sheep').

tVhen the audiolingual approach was replaced by other ways of teach-

ing, attention to pronunciation was minimized if not totally discarded.

Furthermore, evidence for the critical period hypothesis, suggesting that
nativeJike pronunciation was an unrealistic goal for older second language

learners (see Chapter 3), led to the argument that instructional time would
be better spent on teaching something that learners could learn more success-

fully. \X/hen communicative language teaching (CLT) was first introduced in
the late I970s,little attention was given to the teaching of pronunciation.
If it was taught, the emphasis was on suPrasegmentals (rhythm, stress, and

intonation)-aspects of pronunciation that were considered more likely to
affect communication (Celce-Murcia, Brinton, and Goodwin 1996).

Although research on the teaching and learning of pronunciation is not as

extensive as that in other language domains, there is theoretical and empirical

work to help us understand the processes involved in phonological develop-

ment in a second language and the factors that contribute to it. For example,

contrastive analysis helps to explain some aspects offirst language influence on

second language learners' pronunciation. \le can all think of examples from
our own experiences or those of our students. Japanese and Korean learners

of English often have problems hearing and produci ng I and r because these

sounds are not distinct in their language. Spanish speakers will often say'I
e-speak e-Spanish because Spanish words do not have consonant clusters

beginning with s at the beginning of a word. French speakers may place stress

orthe last syllable of a word because French usually stresses the last syllable.

Few languages have the th sounds that are frequent in English, and learn-

ers may substitute similar sounds from their first language (for example, r
or d, s or z). Sometimes, however, learners overcomPensate for sounds that

they know are difficult. Thus, learners may pronounce a th (as in 'thin' or
'this') where a t or a/sound belongs (saying 'thin when they mean 'tirt' for
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Learners' ethnic affiliation and their sense ofidentiryare also related to howthey

produce the sounds and rhythms of a second language. Elizabeth Gatbonton,

iravel T¡ofimovich, and Michael Magid (2005) found a complex relationship

between feelings of ethnic affiliation and second language learners' acquisi-

tion of pronuniiation. Among other things, they found that learners who had

achieved a high degree ofaccuracy in pronouncing the second language were

sometimes p.rc.i réd at being less loyal to their ethnic group than those whose

second la.tguage speech retained a strong'foreign acce-nt'. Such perceptions

can affect l"."t.t.ttt desire to achieve high levels of proficiency in the second

language, especially in contexts where there are conficts between groups or

whéte po*.t relationships imply a threat to one group's identity'

Pavel Thofimovich (2005) has looked at learning pronunciation from a

somewhat unusual persPecdve. His research raises questions about howwell

learners perceive the spécific sounds of the new language while their focus is

or -.".ti.tg. Second language learners of Spanish were asked to listen to a list

of familiarlSpanish *orár. For the purpose of comparison, they also heard

a list of worás in English, their native language. One group of participants

were told to 'just lisien to the words; the second group were asked to PaI
atrenrion to hol" good the recording qualirywas; the third group were asked

ro fate the'pleasaitness' of the things the words referred to. Then they heard

anorher list, which included both the original words and some new words'

and they were asked to repeat each word as they heard it. Thofimovich then

.o-p"r.d how quickiy."ih l."rrr.. started to pronounce the words they had

"lr.áy 
heard and rhe new words. The difference in the time it took them

,o ,."., to 'old' and 'new' words is a measure of how easily words could be

retrieved from memory.

As expected, the particiPants were always faster at retrieving the old words

in their native language, and two groups of learners also showed this pattern

for their second lág""g.. But thé third group, who had been told to focus

on the 'pleasantnest; of1h. meanings, did not retrieYe the old words faster'

tofimovich suggesrs that when learners focus primarily on meaning, they

may not be ablJá ako pay atrenrion to the sounds that make up the words.

In bh"pter 6, we will review other research showing that learners sometimes

fail to notice certain language forms-grammatical morphemes, vocabulary

words, synractic parr.rrri, piagmatic features-when their focus is on under-

standing meaning.

Few studies have investigated the effectiveness of pronunciation- instruction,

but the results of receniresearch suggest that it can make a difference, par-

ticularly if the instruction focuses on suPrasegmental rather than segmental

aspects of pronunciarion (Hahn 2004).Tracey Derwing an{.her colleagues

liOOl)."rri.d out a series of studies to determine how intelligible learners

were judged to be. They found that learners who were given pronunciation

l.rroá, eáphasizing rtrés, and rhlthm were judged to be easier to understand
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Sampling learners' language
One of the challenges of studying learners' language is the difficulty of col-
lecting samples of their speech or writing that are large enough to ensure
that analyses and their findings are based on more than just a few learners or
from just a few examples from a larger number of learners. Researchers often
find it difficult ro recruit learners, to obtain their consent to participate in a

study, and to persuade them to remain available over rhe time periods that
are necessary to show development. It can also be challenging to schedule
sessions for recording speech or collecting writing samples, and to transcribe
or digitize the speech samples for analysis.

Computer-based tools are making it possible for researchers to ask and
answer new questions and to revisit some of the tentative answers to ques-
tions that have been around for a long time. For example, corpus linguistics
has provided us with large collections of naturally occurring data that can
be used to discover information about the frequency of different language
features (words, phrases, grammatical patterns) in a variety of language con-
texts and registers. Some of these corpora contain language samples that have
been collected from newspapers and conversations, whereas others are more
specific to particular cypes oflanguage. In addition, there are learner corpora
and pedagogic corpora. More and more researchers are making their learner
language data available to others so that each corpus oflearner language data
can be used for a number of different studies. Some of these corpora are avail-
able in CD or DVD format or online (Tarone and Swierzbin, 2009). The
links between corpus research and second language teaching are also becom-
ing increasingly apparent (Bennet, 2010; Sinclair, 2004). For example, if a

corpus of classroom language reveals that certain features occur frequently
in classroom input, teachers might decide to focus on features that occur less

frequently. Similarly if corpus research reveals that specific grammatical fea-
tures are rarely used by native speakers in conversational interaction, teachers
(and textbooks) may devote less time to the oral practice of these features.

Summary
The language that second language learners produce and understand changes
as they have more exposure to the language and as they use it in a greater
variety of situations. Describing those changes has been the focus of this
chapter. \7e have seen that there are strong patterns ofsimilarity across learn-
ers ofdifferent ages, learning in different contexts, and starting from different
first language backgrounds. The focus of this chapter has been mainly on
these similarities. In Chapter 3, we will turn our attention to some of the
ways in which learners differ from each other and how those individual dif-
ferences affect how quickly and how well they succeed in second language
acquisition.
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Tarone, E. and B. Swierzbin. 2009. ExphringLearner Language' Oxford:

Oxford University Press.

The authors collected speech andwriting samples from a group of English

language learners from different L1 backgrounds ParticiPatingin the same

t"rkr. Thit created a data base showing how each learner tried to achieve

the same communication goals. The texr is supplemented by a DVD ofthe
learners engaged in the oral tasks. Exercises focus on different.ap_proaches

to understanáing th. learners' emerging language systems, including error

analysis, developmental sequences, learners' response to feedback, and

communication strategies. Many of the ideas that are introduced in this

chapter of How Langiaga Are Learned are illustrated in the examples of
learners'language that are presented in this book.
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to the quest¡onnaire and refer to them as you read this chapter about
individual differences in second language learning.

la What language do you speak best? Do you speak more than one
language equally well?

lb When did you begin to learn this language (these languages)?

2 Which second or foreign language(s) have you learned with the
mosf successl

3 Which second or foreign language(s) have you learned with the
leost success?

4 For the languages you mentioned in response to questions 2 and 3,
answer the following questions in the appropriate columns:

Languages learned
successfully

Languages not
learned successfully

How old were you when
you first tried to learn
the language?

Did you have a choice
about learning this
language or were you
required to learn it?

Do you currently speak
this language regularly?

Do you regularly
read this language
for information or
enjoyment?

How much of your
learning experience
with this language was
in a foreign language

classroom?

lf you no longer use this
language on a daily basis,

can you estimate how
many years you sPent
learning or using it?

Estimate how many
hours of classroom
instruction you had for
this language.
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test. If the two variables (motivation and language proficien?) are found to
be correlated, the researcher will try to discover just what the relationship
between them is. Note that correlations may be positive or negative. That is,
one may find a pattern suggesting that learners with higher motivarion scores
have higher language proficiency s cores (a positiue correlation) , or one might,
in some circumstances, find that learners with lower motivation scores do
better on proficiency measures (a negatiue correlation).

Although the correlation procedure seems straightforward, it requires careful
interpretation. One problem is that, unlike variables such as height or age,

it is not possible to directly observe and measure motiyation, extroversion,
or even intelligence. These are just labels for an enrire range of behaviours
and characteristics. Furthermore, characteristics such as these are not inde-
pendent of each other, and researchers have sometimes used the same label
to describe different sets of behavioural traits. For example, in motivation
quesdonnaires, learners may be asked how often they use their second lan-
guage outside a classroom context. The assumption behind the question is

that those who report that they frequently do so are highly motivared to
learn. This seems reasonable, but it is not so simple. If a learner responds that
he or she frequently interacts with speakers of the second language, it may
not be because he or she is more motivated to learn than one who reports less

interaction. Rather, it might be that this individual lives where rhere are more
opportuniti a greater necessiry-for language practice than those who
report a low frequency of interaction. Because it is usually impossible to
separate these two variables (i.e. motivation or desire to interact and oppor-
tunities or the needto interact), we cannot conclude whether it is motivation,
necessiry or opportuniry that is being measured by this question.

Perhaps the most serious error in interpreting correlations is the conclusion
that one of the variables causes the other. The fact that two things tend to
occur together or increase and decrease in a similar pattern does not neces-

sarily mean that one causes the other. \X/hile it may be that one variable
influences the other, it may also be that both are influenced by something else

entirely. Research on motivation is perhaps the best context in which to illus-
üate this. Learners who are successful may indeed be highly motivated. But
can we conclude that they became successful because of their motivation? It
is also plausible that early success heightened their motivation, or that both
success and motivation are due to their special aptitude for language learning
or the favourable context in which they were learning.

Another difficulry in assessing the relationship between individual learner
characteristics and second language learning is how language proficiency is

defined and measured. In the L2 learning literature, some studies report that
learners with a higher intelligence quotient (IQ) are more successful language
learners than those with a lower IQ, while other studies report no such cor-
relation. One explanation for these conflicting findings is that the language
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involves language analysis and rule learning but may play a less important
role outside the classroom or in classrooms where the instruction focuses
more on communication and interaction. Indeed, many students whose
general academic performance is weak experience considerable success in
second language learning if they are given the right opportunities.

Many educators have been infuenced by Howard Gardner's (1993) pro-
posal that individuals have 'multiple intelligences' and that traditional IQ
tests have assessed only a limited range of abilities. Among the 'multiple
intelligences' Gardner includes abilities in the areas of music, interpersonal
relations, and athletics, as well as the verbal intelligence that is most often
associated with success in school.

Language learning aptitude
Specific abilities thought to predict success in language learning have been
studied under the title of language learning'aptitude'. One of the pioneers
in this area, John Carroll (1991), has characterized aptitude in terms of the
abiliry to learn quickly. Thus, we may hypothesize that a learner with high
aptitude may learn with greater ease and speed but that other learners may
also be successful ifthey persevere.

Over several decades, the most widely used aptitude measures have been the
Modern LanguageAptitudeTest (MtAf) (Carroll and Sapon 1959) and the
Pimsleur Language Aptitude Battery (PIAB) (Pimsleur 1966). All the tests

are based on the view that aptitude has several components, for example, the
abiliry to identify and memorize new sounds, understand the function of
particular words in sentences, figure out grammatical rules from language

samples, and remember newwords. V/hile early research revealed a substantial
relationship between performance on the MLAI or PLAB and performance
in foreign language learning, these studies were conducted at a time when lan-
guage teaching was based on grammar translation or audiolingual methods.

\üfith the adoption of a more communicative approach to teaching, many
teachers and researchers came to believe that the abilities targeted by these

tests were irrelevant to the process of language acquisition. However, others
suggest that some of the abilities measured by aptitude tests are predictive
of success even in settings where the emphasis is on communicative interac-
tion. For example, Leila Ranta (2002) found that children who were good at
analysing language (one component of aptitude that is targeted by the tests)

were the most successful learners in an English second language programme
in which acdvities almost never involved direct attention to grammar.

Nick Ellis (2001) and others have hypothesized that working memory
(\lM) capacity may be the most important variable in predicting success for
learners in many language learning situations. \Working memory, also called
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forms. Instead they participated in activities that exposed them to spoken
and written examples of direct object pronouns.

f I wo¡ulcr if Wu've ever (
L A*t, ürtd,'üwt' thirlpeñrorrt'T!W'Yñ

q

a

Erlam found that all learners benefited from the deductive instruction
regardless of differences in aptitude. This was interpreted as support for Peter

Skehan's (1989) hypothesis that more structured teaching may even out indi-
vidual differences compared with less structured teaching. Erlam's findings
also showed that learners with greater language analytic ability and memory
capacity were able to benefit more from the inductive and structured input
instruction on written (but not oral) tests. This supports the hypothesis that
learners with greater aptitude can figure out the rules of language based on
input, and that they are able to consolidate this knowledge without the need

to produce language-at least in terms of their written abiliry.

Before we leave the topic of language learning aptitude, it is perhaps appro-
priate to look at two extremes of the aptitude continuum. Some people
whose academic performance is usuallyvery good find themselves frustrated
in their attempts to learn a foreign language. Lenore Ganschow and Richard
Sparks (2001) and their colleagues have studied many cases of young adults
who find foreign language learning exceedingly difficult. They identified
several ways in which these students differ from successful learners. Most
perform poorly on at least some of the measures that make up aptitude tests.

Some have problems with certain kinds ofverbal skills, even in their own lan-
guage. \What is perhaps most important about this research is that, with great
effort and instructional support, some of these students are able to succeed

in spite of their difficulties. The challenge is to find instructional approaches

that meet the needs of learners with a variety of aptitude profiles.
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There are many questions about how learning styles interact with success in
language learning. For one thing, it is difficult to determine whether they
refect immutable differences or whether they develop (and thus can be

changed) through experience. There is a need for considerably more research.

Nevertheless, when learners express a preference for seeing something written
or spending more time in a language laborator¡ we should not assume that
their ways ofworking are wrong, even if they seem to be in conflict with the
pedagogical approach we have adopted. Instead, we should encourage learn-
ers to use all means available to them. At a minimum, research on learning
styles should make us sceptical of claims that a single teaching method or
textbook will suit the needs of all learners.

Personality
A number of personality characteristics have been proposed as likely to affect
second language learning, but it has not been easy to confirm in empiri-
cal studies. As with other research investigating the effects of individual
characteristics on second language learning, studies of a similar personality
trait produce different results. For example, it is often argued that an extro-
verted person is well suited to language learning but research does not always

support this conclusion. Although some studies have found that success in
language learning is correlated with learners' scores on questionnaires meas-

uring characteristics associated with extroversion such as assertiveness and

adventurousness, others have found that many successful language learners

would not get high scores on measures of extroversion. Lily'W'ong Fillmore
(1979) observed that, in certain learning situations, the quiet observant
learner may have greater success.

Another aspect of personality that has been studied is inhibition. It has

been suggested that inhibition discourages risk-taking, which is necessary
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A learner's willingness to communicate (\MTC) has also been related to
anxiety. \fe have all experienced occasions when we tried to avoid commu-
nicating in a second language. \fTC may change with the number of people
present, the topic of conversation, the formaliry of the circumstances, and
even with whether we feel tired or energetic at a given moment. A colleague

in Canada, who works in the area of second language learning and speaks

several languages, recently confessed that he avoided the corner store in his
neighbourhood because the proprietor always spoke French to him. He rec-

ognized the proprietor's efforts to help him improve his skills in this new
language, and was grateful for it, but, as he told us with embarrassment, it
was just easier to go to the store where he could use English.

This is consistent with research carried out by Richard Clément, Peter

Maclntyre, and their colleagues, who argue that learners who willingly
communicate in a wide range of conversational interactions are able to do
so because of their communicative confidence. In a series of studies they
have shown that communicative confidence is shaped by rwo variables: how
relaxed L2 learners are and how competent (or incompetent) they feel about
their L2 abiliry. These factors are directly infuenced by previous contacts
with L2 speakers and are considered to be the main contributors to commu-
nicative confidence (Clément, Baker, and Maclntyre 2003).

Several other personaliry characteristics such as self-esteem, empath¡ domi-
nance, talkativeness, and responsiveness have also been studied. The research

does not show a clearly-defined relationship between one personality trait
and second language acquisition. And, as indicated earlier, the major dif-
ficulty in investigating personaliry characteristics is that of identification and

measurement. Another explanation has been offered for the mixed findings.
Personaliry variables seem to be more consistently related to conversational

skills than to the acquisition of grammatical acctrnacy or academic language.

Finally, most of the research on personality variables has been carried out
within a quantitative research paradigm, that is, an approach that relies

heavily on relating learners' scores on personaliry questionnaires to their
language test performance. Some researchers have argued that a more quali
tative approach to understanding and investigating personality variables is

needed to adequately capture their depth and complexiry especially as they

emerge and evolve over time.

Despite the contradictory results and the problems involved in carrying out
research in the area of personaliry characteristics, many researchers believe

that personality will be shown to have an important influence on success in
language learning. This relationship is an intricate one, however, in that it is
probably not personality alone, but the way in which it combines with other

factors, that infuences second language learning.
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conversation course she is taking, and his 'choice motivation' is activated
again. He decides to register in the conversation course and in just a few
weeks he develops some basic Spanish conyersational skills and a feeling of
accomplishment. His satisfaction level is so positive (motivation retrospec-

tion) that he decides to enrol in a more advanced Spanish course when he

returns from his trip to Spain.

In a book devoted to helping second language teachers generate and maintain
learners' motivation, Dórnyei (2001b) proposes and describes concrete and

innovative methods and techniques that can help teachers motivate learners

throughout these three phases.

Motiuation tn tbe classroom

In a teacher's mind, motivated students are usually those who participate
actively in class, express interest in the subject matter, and study a great deal
Teachers also have more influence on these behaviours and the motivation
they represent than on students' reasons for studying the second language

or their attitudes toward the language and its speakers. Teachers can make a

positive contribution to students'motivation to learn ifclassrooms are places

that students enjoy coming to because the content is interesting and relevant

to their age and level of abiliry the learning goals are challengingyet manage-

able and clear, and the atmosphere is supportive. Teachers must also keep in
mind that cultural and age differences will determine the most appropriate

ways for them to motivate students.

Little research has investigated how pedagogy interacts directly with moti-
vation in second/foreign language classrooms. One exception is a stud,v

by Marie Guilloteaux and Zoltán Dórnyei (2008) who explored the links
between teachers' motivational practice and students' motivation for L2
learning. It was a large-scale study with 27 rcachers and over 1 ,300 learners

in English as a Foreign Language (EFL) classrooms in Korea. The teach-

ers' motivational strategies were described using a classroom observation
scheme-the Motivation Orientation of Language Teaching (MOLT).
MOLI identified 25 motivational practices used by the teachers that
relatively easy to define and to observe. They were divided into four cat-

egories that are described below along with examples of the motivational
behaviours included within each.

Teacher discourse: arousing curiosity or attention, promoting autonom)',

stating communicative purpose/utiliry of activiry
Participation structure: group work/pair work
Activity design: individual competition, team competition, intellectual
challenge, tangible task product
Encouraging positive retrospectiye self-evaluation and activity design:

effective praise, elicitation ofself/peer correction session, class applause.

2
3
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such as successful/unsuccessful, big/small, talkative/quiet, etc. in their firstl
year of school. of course, they also had the identity of 'being ESL. Becausel
learners' identities impact on what they can do and how they can participarel
in classrooms, this naiurally affects how much they can l."in. Fo, .*"-pl.,l
one of the 'ESL children was consistently excluded from imaginative interac- |
tive activities with her peers; another learner was perceived as someone who I

never lisrened or did the 'right thing'. Toohey argues that these identities 
]

could eventually lead to their isolation and to restricted or less powerful par- 
I

ticipation in their classroom communiry. \7hile Toohey is careful to point l

out that identities are not sratic and can change over time, it is equally impor- l

tant to keep in mind that 'classrooms are organized to provide occasions I

upon which some children look more and some less able, and judgem.tttr 
".. I

made which become social facts about individual children' (Toohey 2000: I

';'* *rsrudies above describe how issues of idenriry and investm"n, or"" I
important roles for both children and adults when learning a second lan- |

guage. Research has also documented how these factors contribute in I

complex and sometimes contradictory ways when learning a foreign lan- |

guage. For example, it has been observed that Japanese students are often I
reluctant to speak English in communicative lessons despite high levels of 

I

motivation to learn the language. Furthermore, when students with high I

levels of English language proficiency do communicate they often speak with I

a strong Japanese accenr and intentionally produce grammarical errors for I

fear that they might be perceived as considering themselves to be superior I

(Greer 2000). 
I

In a study with secondary school Japanese learners of English as a foreig.r lan- |

guage, Yasuyo Tomita (201 1) observed that the students were more willing to I

communicate during activities that combined a focus on form and meaning I

than in exclusively meaning-based activities. In observations and interviews 
I

with the students, she concluded that learners were nor willing to invest in 
I

English communication with each other unless they were able to establish 
I

their identities as 'learners' by discussing language form and raising qr.r.r- 
|

tions about grammar. In exclusively communicative activities learners *.r. 
I

reluctant to use English to communicate their ideas or opinions for fear that l

they would be identified as 'show offs' and pretending to be someone other 
I

than Japanese. 
I

i

Learner beliefs 
i

Second language learners are not always aware of their individual cognitive or 
I

perceptual learning styles, but virtually all learners, particularly older learn- 
]

ers, have strong beliefs and opinions about how their instruction should be 
l

delivered. These beliefs are usually based on previous learning experiences 
]
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Indiüdual differences and classroom
instruction
There are many questions about how the exisrence of individual differences
should infuence instruction. On a simple practical level, it is not possible
for a teacher with 50 5¡uds¡¡5-sr even one with 10 students-to customize
instruction to suit the abilities or preferences of each one. Neverrheless, there
can be little doubt that an instructional approach that rigidly adheres to a

single way of teaching all students and an expectation that all srudenrs can
learn in the same way will deprive some students of learning opportunities.
Zoltán Dórnyei (2005) has reviewed the research on individual differences
and proposes a number ofways for educators to help learners make the most
of their individual abilities and learning preferences.

Learners' instructional preferences, whether due to inherent differences in
their approach to learning or to their beliefs about how languages are learned,
will influence the kinds of strategies they use in trying to learn new mate-
rial. Teachers can help learners expand their repertoire oflearning strategies
and thus develop greater fexibiliry in their ways of approaching language
learning.

Ag. and second language learning
'W'e now turn to a learner characteristic of a differenr rype: the age at which
learning begins. Age is easier to define and measure than personaliry apti-
tude, or motivation, but the relationship between age and success in second
language acquisition is hardly less complex or contror¡ersial.

It is frequently observed that most children from immigrant families even-
tually speak the language of their new community with nativelike fluency,
while their parents often fall short ofsuch high levels ofproficiency, especially
in the spoken language. 'Io be sure, many adult second language learners
achieve excellent language skills. One often sees reference to Joseph Conrad,
a native speaker of Polish who became a major writer in the English language,
and it is not uncommon to find adult second language learners with a rich
vocabular¡ sophisticated syntax, and effective pragmatic skills, even though
there may be subtle differences between their language use and that of those
who began learning the language while very young.

As we saw in Chapter 1, the Critical Period Hypothesis is that there is a
time in human development when the brain is predisposed for success in
language learning. It has been hypothesized that there is a critical period
for second language acquisition just as there is for first language acquisi-
tion. Developmental changes in the brain, it is argued, affect the nature of
language acquisition, and language learning that occurs after the end of the
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Tlt e critical p erio d: Mo re th an j ort pronunciation ?

Most studies of the relationship berween age of acquisition and second
language development have concluded that older learners rypically have a
noticeable 'foreign accenr' in the spoken language. But what about other
linguistic features? Is syntax (word order, overall sentence structure) as

dependent on age of acquisition as phonological development? \lhat abour
morphology?

Mark Patkowski (1980) studied the relationship berween age and the
acquisition of features of a second language other than pronunciation. He
hypothesized that, even if accenr were ignored, only those who had begun
learning their second language before the age of 15 could achieve full,
native-like mastery of that language. Patkowski studied 67 highly educated
immigrants to the United States. They had started to learn English ar various
ages, but all had lived in the United States for more than five years. He
compared them to 15 native-born Americans with a similarly high level of
education, whose variety of English could be considered the second language
speakers' target language.

The main question in Patkowskit research was: 'lVill there be a difference
between learners who began to learn English before puberry and those who
began learning English later?' However, he also compared learners on the
basis of other characteristics and experiences that some people have sug-
gested might be as good as age in predicting or explaining a person's success in
mastering a second language. For example, he looked at the total amount of
time a speaker had been in the United States as well as rhe amount of formal
ESL instruction each speaker had had.

A lengthy interview with each person was tape-recorded. Because Patkowski
wanted to remove the possibility that the results would be afFected by accent,
he transcribed five-minute samples from the interviews and asked trained
native-speaker judges to place each transcript on a scale from 0 (no knowl-
edge of English) to 5 (a level of English expected from an educated native
speaker).

The findings were quite dramatic. The transcripts of all native speakers and
32 out of 33 second language speakers who had begun learning English
before the age of I 5 were rarcd 4+ or 5. The homogeneiry of the pre-puberty
learners suggests that, for this group, success in learning a second language
was almost inevitable. In contrast, 27 of the 32 post-puberty learners were
rated between 3 and 4, but a few learners were rated higher (4+ or 5) and one
was rated at2+.The performance of this group looked like the sort of range
one would expect if one were measuring success in learning almost any kind
of skill or knowledge: some people did extremelywell; some did poorly; most
were in the middle.
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Rate of learning
Some research suggests that older learners may have an advantage in terms of
the rate oflearning. They appear ro learn faster in the early stages ofsecond

lTgy"g. development. In 1978, Catherine Snow and Mariañ Hoefnagel-
Hóhle published a study on a group of English speakers who were learning
Dutch as a second language while living in the Netherlands. The learneri
included children as young as three years old as well as older children, ado-
lescents, and adults. on tests administered when learners had been in the
country for less than ayeaf,adolescents were by far the most successful learn-
ers. They were ahead of everyone on nearly all of the tests. Furthermore, ir
was the adults, not the children, whose scores were second best. In other
words, adolescents and adults learned faster than children in the first few
months of exposure to Dutch.

By the end of the yea¡ the children were catching up, or had surpassed,
the adults on several measures. Nevertheless, the adolescents retained the
highest levels of performance overall. The fact that the young children were
catching up, together with evidence from other studies, suggests that they
would probably surpass the older learners if they continued to have adequate
opportuniry to use the language. However, this study shows that adults and
adolescents can make considerable and rapid progress in their proficiency in
a second language in contexts where they use the language in social, personal,
professional, or academic interaction.

One view of critical period research that has had an important impact on
the way we look at studies of language acquisition has been expressed in the
work ofVivian Cook (2008). He makes a srrong case for the inappropriate-
ness of using the criterion of indistinguishable from a natiye speaker' as the
basis for success in second language acquisition. Indeed, Cook argues that
a second language speaker or bilingual person should not be compared to
monolingual native speakers because the real goal is 'multicompetence', that
is, knowledge of multiple languages that inform and enrich one another.

Research on the long-term ourcomes of second language learning as well as

the rate of learning at different ages brings us to a question that is probably
ofgreatest interesr ro mosr readers ofthis book tü/hat can we conclude about
the role of age when learning takes place primarily in an educational setting?

Ag. and second language instruction
Many people who have never heard of the critical period hypothesis believe
that, in school programmes for second or foreign language teaching, younger
is better'. However, both experience and research show that starting early is
no guarantee ofsuccess and that older learners can arrain high levels ofprofi-
ciency in their second language. In considering the best age at which to begin
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was lowered in recent years from about age 9 or i0 to age 6, but the total
number of hours of instruction was not increased. Rather, the number of
minutes of instruction per week was spread over more years (Lightbown,
2012). Thus, after years of classes, learners who have had an early start may
feel frustrated by the lack of progress, and their motivation to continue may

be diminished. Clearly the age at which instruction begins is not the only
variable that determines success in the second language classroom.

For many years, it was difficult to compare early-start and later-start learners

because of all the variations in their educational contexts. Since the 1990s,

many more studies have allowed us to investigate this question more effec-

tively. Some large-scale research projects have been particularly useful in
separating the effect of age and other factors in school-based foreign lan-

guage learning. For example, in Spain, the Barcelona Age Factor (BAF)

project studied the effects of changing the age of beginning to teach English

to Catalan/Spanish bilingual students.

V/hen the starting age for teaching English was lowered, Carmen Mu ñoz and
her colleagues took advantage of the opportunity to compare the learning
outcomes for students who had started learning at different ages. They were

able to look at students' progress after 100, 416, and 726 hours of instruc-
tion. Those who had begun to learn later (aged 17,14, or 18+) performed
better on nearly every measure than those who had begun earlier (aged B).

This was particularly true of measures based on metalinguistic awareness or
analytic abiliry. On listening comprehension, younger starters showed some

advantages. Muñoz suggests that this may be based on younger learners' use

of a more implicit approach to learningwhile older learners' advantages may

reflect their ability to use more explicit approaches, based on their greater

cognitive maturiry. She points out that, in foreign language instruction,
where time is usually limited, younger learners may not have enough time
and exposure to benefit fully from the alleged advantages of implicit learning'
(Muñoz 2006:33).

One of the advantages of the BAF project is that the researchers were able

to follow the same learners' language development over several years. This

enabled them to examine whether the early learners would eventually surpass

the older learners as has been observed in the 'natural' setting. This did not
happen-although the younger learners caught up, the older learners main-
tained their advantage over time.

Decisions about when to start second language instruction in schools should
be based on realistic goals and on realistic estimates of how long it takes to

achieve them. One or two hours a week will not produce advanced second

language speakers, no matter how young they were when they began. Older
learners may be able to make better use of the limited time they have for
second language instruction.
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Questions for reflection
I Think of an example of a member of a majority group learning the language

of a minority group and one of a member of a minority group learning a
majority group's language. How might the power relationships between
groups of speakers affect the attitudes of language learners? How might the
status of the languages affect opportunities for learning?

2 As a second/foreign language teacher or learner,what are your views about
teaching grammar? Do you have any specific preferences for how it should

be taught or when? Do you know what your students' preferences might
be for grammar teaching. lf not, do you think it would be useful to find out?

3 lf you were teaching English as a foreign language in a country with limited
opportunities for secondary and post-secondary education in English, what
recommendations would you make regarding the age at which English

instruction would begin? What research would you draw on in supporting
your recommendations?

Suggestions for further reading
Dórnyei, 2.2005. The Psychohgy of the Language Learner: Indiuidual

Dffirences in Second LanguageAcquisition. Mahwah, NJ: Lawrence
Erlbaum and Associates.

Dórnyei reviews decades of research on how individual differences affect
second language learning. The book covers personalityvariables, aptitude,
motivation, learning sryles, learning strategies, and other individual char-

acteristics such as anxiety and willingness to communicate that may vary

according to the learning environment. Both thorough and accessible, this
review concludes by emphasizing the evidence that individual differences

are strongly affected by the situation in which learning takes place rather

than being'context-independent and absolute.'

Muñoz, C. (ed.). 2006. Age and the Rate of Foreign Language Learning.

Clevedon: Multilingual Matters.

The Barcelona Age Factor study is the basis of this edited volume. Ten

chapters report on various aspects of students' learning of English, com-

paring the outcomes for students whose foreign language instruction
began at different ages. In addition to the specific research reports on, for
example, the students' oral fluenry, vocabular¡ and rate of learning, there

is an overview chapter in which Carmen Muñoz, the project director and

editor of the volume, discusses the project in terms of broader issues of age

and language learning at school.



'Sulurea¡ Z'I perJnJrsur snsJal IEJnlEuJo sarprus pu? uonfnJlsurJo
sadlr ruaraglp or uorrelal ur selgErJEA rau;ea¡ SururuJexe sarpnrs lroreroqe¡
pue ruooJSSEIf, sepnlfur srgl 'SurureelZ-Itc¿üa ol lxJluoJ Sulureal JEInf,rl
-;ed e qrvrn rf,EJerur selqerJe JauJEJI lenpr^rpur,&\oq Sunr8nsa,rul qf,JeesaJ

segrJcsep uortf,es puof,as agt ur rardeqr r{)BE 'uonoura pue 'ltarxue 'uorl
-e^rtour 'apniltde or PelBIeJ {Jo-ry\ IEfrleJoaql uo snfoJ uonf,es 1sJ5 aqr

ur s.rardeq: eql 'sualuoc Suru;ra1 put srusrJetreJer{3 raureel lrnpl^¡pul
uee \teg suonssJelur uo snf,oJ uortfallof PerrPe srqr 01 sJotngrJtuof, aql

'sururefuag uqof :urpranruy'8utu.taa7
a8an&uaT pattn"¿$ul ?up saruata[rq pnpta?pul '7,007, '(pr) U .uosurgo¿

Sututoal a8anSual puocas ut sacuata¡{tp pnruaryul IOI



pesn llepr,&\Jo ruaudole^ap eqr ur lpf,errp tlg sE,/!\ aruangur rrer.Ll .a^'reds
-red srgr 3o sruauodo¡d o¡u ann $r96y) ope-I ueqo¡ pue (096I) s>loorg
t^otlt_N 's0/-61aqr 01 s076I eql ruo5 'Eruaurv r{uoN ur f¡ercadsa ,Surgcear

a8enSue¡ uSraro3 pue puof,as uo esuangur pjiaz*od ¿ peq rusunor^Eqeg

uotlvztloutau¿

Fu? hcptl¡1y :saouprtlddp a&pnsupl ?uoras

'suslunr{ JoJ
aluEs eql aq 01 pezsaqrodlq se,ryl ssaco¡d SuruJeel eql rnq ,sprurue,(ror"toq"¡
r{11&\ auop serur. ,fioagr lsrJnor^Er{ag urqrl,r\ q)JEeseJ l¡.rea agr jo r{f,nw .uon
-EruJoJ rrqBr{ puE '(ssaoons uo >lfEqpaaj ro) tuaurac;ojura¡ ,acllce¡d ,uollsllrur

Jo suJel ul Suru;ea¡ paure¡dxa lroaqr lsrJnor^Eqeg ;1 -rardrq3 ur ,ryr's e¡a s\y'.

e lpeds¡ad lsr¡nol,wqeq eql
'lxatuof pnos re8.re1 e ur uollrslnbce

a8enSurl puoras sare¡d reqr a,rnrads;ad e ,lroaqr p.r.rproiros tE >lool III \
arvr'l¡eurg 'uonBtuJoJur sa erJreJ pue 'sazruesJo .surcleJ ,sa,Lla¡¡ad p"t- rqt
le-vr aqr azrseqdrua sarJoeql asaql 'sreal ruafal ur r{f,J'aseJ a8en8ue¡ puofes
paurJojur llSulsea;cur J^Er{ rer{r l8o¡oqrlsd a,rnruSoc ruo{ sJrJoer{l au¡os
tE lool oslE IIr^r e/xt 'uorlrsrnbce aSenSuel puof,as roJ lunoffp 01 pepuerxe
ueeq e^Eq 1 rardeg3 ur 

^\ES 
a1rr' ter{l uoursrnb¡¿ a8en8ue¡ lsJg JoJ suoneu

-e1dxa rsrleuul pue rsrJnorler{eg eqr ,llor{ rB {ool IIp\ e/N .rr-orrndBuruJpel

IEug puE ssa¡8o¡d ¡eruarudo¡a,rap a3rn3ur1 puores roJ lunoff,E o1 paJaJo
ueag e Eq lBr{l ssrJoaqr eql Jo eruos surtrrExe e1v\ rardrgr srqr uI .slxeluof

1o fial.re,r E ur srnsrJerf,¿JBqJ Jo óel¡¿,r. E r{rL!\ sJauJeal lq uorrrslnbre a8en8
-uEI JoJ tunorre ot speau uonlslnbr¿ a8en8ue¡ puof,as3o lroagt ¡eraua8 y

^.eI 
eJd

DNINUVE] EDVNDNV-I
CINOf,flS DNINIV]dXE



t04 Exp laining second language learning

audiolingual teaching materials and in teacher training. Classroom activities

emphasized mimicry and memorization, and students learned dialogues and

sentence patterns by heart. Because language development was viewed as the

formation of habits, it was assumed that a person learning a second language

would start offwith the habits formed in the first language and that these

habits would interfere with the new ones needed for the second language.

Thus, behaviourism was often linked to the contrastive analysis hypothesis.

However, as we saw in Chapter 2, researchers found that many of the errors

learners make are not predictable on the basis of their first language, nor do

they always make the errors that would be predicted by a simple comparison

oftheir first and second languages. This discovery led to the rejection ofboth
the contrastive analysis hypothesis and behaviourism, leading to a period

during which both the role of the first language and the role of practice

in learning a second language received limited attention in both research

and pedagogy.

In Chapter 2, we saw ample evidence that second language learners draw on

what they already know-including previously learned languages. However,

we also saw that they are sometimes reluctant to transfer certain first language

patterns, even when the translation equivalent would be correct. And we saw

ihat first language infuence may become more aPparent as more is learned

about the second language, leading learners to see similarities that they had

not perceived at an earlier stage. All this suggests that the infuence of the

learnert first language may not simply be a matter of habits, but a more

subtle and complex process of identifying points of similariry, weighing the

evidence in support of some particUlar feature, and even refecting (though

not necessarily consciously) about whether a certain feature seems to 'belong'

in the target language.

By the 1970s, many researchers were convinced that behaviourism and the

contrastive analysis hypothesis were inadequate explanations for second lan-

guage acquisition. As we shall see, however, as research on second language

á.q,rirition has evolved, the explanations offered by behaviourism and the

contrastive analysis hypothesis have been revisited and understood in terms

of new learning theories.

The innatist perspective
fu we saw in Chapter 1, the rejection of behaviourism as an explanation

for first language acquisition was partly triggered by Chomsky's critique of
it. Chomsky argued that innate knowledge of the principles of Universal

Grammar permits all children to acquire the language of their environment

during a critical period of their development. \X/hile Chomsky did not make

specifrc claims about the implications of his theory for second language

learning, Lydia \X/hite (2003) and other linguists have argued that Universal
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the language performance of native speakers. Thus, their investigations often
involve grammaticality judgement or other methods to probe what
know about the language rather than observations ofnatural language use.

Second langaage app lications : Kras lten's
'Monitor Mod¿l'
Perhaps the best known model of second language acquisition infuenced by
Chomskyt theory of first language acquisition is Stephen IGashent (1982)
Monitor Model, first described in the early 7970s, at a time when there was

growing dissatisfaction with language teaching methods based on behaviour-
ism. Krashen described his model in terms of five hypotheses.

Inthe acquisitionl learninghypothesis, Krashen suggests that we 'acquire' lan-
guage as we are exposed to samples of language that we understand in much
the same way that children pick up their first language-with no conscious

attention to language form. \We 'learn' on the other hand through conscious

attention to form and rule learning. In Krashent view, far more language is

acquired than learned.

Next, according to the monitor hypothesis, second language users draw on
what they have acquired when they engage in spontaneous communica-
tion. They may use rules and patterns that have 6een learned as an editor
or 'monitor', allowing them to make minor changes and polish what the
acquired system has produced. Such monitoring takes place only when the
speaker/writer has plenry of time, is concerned about producing correct lan-

guage, and has learned the relevant rules.

The natural orderhypothesis was based on the finding that, as in first language

acquisition, second language acquisition unfolds in predictable sequences, as

we saw in Chapter 2.The language rules that are easiest to state (and thus to
learn) are not necessarily the first to be acquired.

The comprehensible input hypothesis is that acquisition occurs when one

is exposed to language that is comprehensible and contains i + I .The'i' rep-
resents the level of language akeady acquired, and the'+f is a metaphor for
language (words, grammatical forms, aspects of pronunciation) that is just a
step beyond that level.

Krashen's ffiuiue fber hypothesis is proposed to account for the fact that
some people who are exposed to large quantities of comprehensible input do
not necessarily acquire language successfully. The 'affective filter' is a meta-
phorical barrier that prevents learners from acquiring language even when
appropriate input is available. Afect rcfers to feelings of anxiety or negative

attitudes that, as we saw in Chapter 3, may be associated with poor learn-
ing outcomes. A learner who is tense, anxious, or bored may fber oulinput,
making it unavailable for acquisition.
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2 Which of the hypotheses do you find intuitively convincing?

3 Which ones leave you sceptical? Whyl

The cognitive perspective
Since the 1990s, research and theories from cognitive psychology have

become increasingly central to our understanding of second language devel-

opment. Some of these theories use the computer as a metaphor for the mind,
comparing language acquisition to the capacities of computers for storing,
integrating, and retrieving information. Some draw on neurobiology, seeking

to relate observed behaviour as directly as possible to brain activity.

As in first language acquisition, cognitive and developmental psychologists

argue that there is no need to hypothesize that humans have a language-spe-

cific module in the brain or that acquisition and learningare distinct mental

processes. In their view, general theories of learning can account for the

gradual development of complex syntax and for learners' inabiliry to sPonta-

neously use everything they know about a language at a given time. As noted
above, some linguists have also concluded that, while the innatist perspective

provides a plausible explanation for first language acquisition, something
else is required for second language acquisition, since it so often falls short
of full success. From the cognitive psychology persPective, however, first and

second language acquisition are seen as drawing on the same processes of
perception, memory, categorization, and generalization. The difference lies

in the circumstances of learning as well as in what the learners already know
about language and how that prior knowledge shapes their perception of the

new language.

Info rm ati o n p r o c e s s ing
Cognitive psychologists working in an information-processing model of
human learning and performance see second language acquisition as the

building up of knowledge that can eventually be called on automatically
for speaking and understanding. Robert DeKeyser (1998), Richard Schmidt
(200 1) and others have suggested that learners must pay attention at first to

any aspect ofthe language that they are trying to learn or produce' 'Pay atten-

tion' in this context is accepted to mean 'using cognitive resources to process

informatiori but there is a limit to how much information a learner can pay

attention to. Thus, learners at the earliest stages will tend to use most of their
resources to understand the main words in a message. In that situation, they

may not notice the grammatical morphemes attached to some of the words,

especially those that do not substantially affect meaning. Graduall¡ through

experience and practice, information that was new becomes easier to process,

and learners become able to access it quickly and even automatically. This
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Sometimes changes in language behaviour do not seem to be explainable
in terms of a gradual build-up of fluenry through practice. These changes
have been described in rerms of restrucruring (Mclaughlin i990). They
seem to be based on some qualitative change in the learner's knowledge.
Restructuring may account for what appear to be bursts of progress, when
learners suddenly seem to 'put it all together', even though they have not had
any new instruction or apparently relevant exposure to the language. It may
also explain apparent backsliding, when a systematic aspecr of a learner's lan-
guage incorporates too much or incorporates the wrong things. For example,
as we saw in Chapter 2, when a learner finally masrers the use of the regular
-ed endingto show past tense, irregular verbs that had previously been used
correctly may be affected. Thus, after months of saying 'I saw a film', the
learner may say'I seed' or even 'I sawed'. Such overgeneralization errors are
not based on practice of those specific items but rather on their integration
into a general pattern.

Another concept from psychology offers insight into how learners store and
retrieve language. According to transfer-appropriate processing (TAP),
information is best retrieved in situations that are similar to those in which it
was acquired (Lightbown 2008b). This is because when we learn something
our memories also record aspects of the context in which it was learned and
even the cognitive processes involved in the way we learned it, for example,
by reading or hearing it. To date, most of the research on transfer-appropriate
processing has been done in laboratory experiments, for example, comparing
the learning ofword lists under different conditions. However, the hypothesis
seems to offer a plausible way of explaining a widely observed phenomenon
in second language learning: knowledge that is acquired mainly in rule learn-
ing or drill activities may be easier to access on tests that resemble the learning
activities than in communicative situations. On the other hand, if learners'
attention is drawn to grammatical forms during communicative activities
in which their cognitive resources are occupied with a focus on meaning,
the retrieval of those forms on a grammar test may be more difficult. In
Chapter 6, a classroom investigation of L2learning influenced by transfer-
appropriate processing is described in Study 40.

Uage-based learning
As seen in the discussion of first language acquisition in Chapter 1, cognitive
psychologists, unlike innatists, s€e no need to hypothesize the existence of
a neurological module dedicated exclusively to language acquisition. They
argue that what is innate is simply the ability to learn, rather than any specific
linguistic principles. Some usage-based theories also attribute less impor-
tance to the kind of declarative knowledge that characterizes skill learning
and traditional structure-based approaches to second language instruction.
As Nick Ellis (2002) explains, the emphasis is on the frequency with which
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the fact that the'boy' is the natural agent ofaction in this situation. However,
the SVO pattern is so strong in English that, by the time they are four years
old, children hearing this sentence will ignore the fact that boxes dont nor-
mally move on their own, and carefully demonstrate how the box pushes the
boy. For English speakers, word order patterns are srronger than animacy
cues at this point. At this age, children may attribute the SVO relationship
to sentences in the passive voice. That is, 'The box was pushed by the boy'
may be interpreted as 'The box pushed the boy.' Only later do they learn to
pay attention to the grammatical markers that distinguish the active voice
sentence from the passive word order.

In contrast, Spanish and Italian have more fexible word orde¡ and speak-
ers of these languages rely more on grammatical markers (for example, the
agreement of subject and verb, the case marking of pronouns) or on the
animacy of nouns to understand how sentence elements are related. \lhen
English speakers are learning these languages, rhey may have difficulry sup-
pressing their tendency to rely on word order as the basis for interpretation.
For example, an English speaking learner of Italian may find it confusing to
hear sentences such as Il giocanolo guarda il bambino (the toy-is looking
at-the boy). An Italian speaker, accustomed ro more fexible word order,
focuses on the animacy of the two nouns and concludes rhat the most rea-
sonable interpretation is that the boy is looking at rhe roy. According to the
competition model, second language acquisition requires that learners learn
the relative importance of the different cues appropriate in the language they
are learning (Mac\flhinney 1997).

AcTtvlTY Look at how different cues lead to sentence
interpretation

Consider the following sentences:

I The boy eats the apple.

2 The apple eats the boy.

3 The dog sees the ball.

4 The ball chases the dog.

5 The ball is chased by the dog.

I Do they all follow the patterns of English grammar?

2 How can you tell which noun refers to the ogent (the one who performs
the action)?

3 ln each sentence,what cue tells you which noun is the agentl

4 ls there more than one cuel

5 Howare sentences 4 and 5 above differentfrom each other?
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S e co nd langaage app lications : Interacting, no ticing
processin& and practising
A number of hypotheses, theories, and models for explaining second lan-
guage acquisition have been inspired by the cognitive perspective.

The interaction hypothesis
Evelyn Hatch (1978),Michael Long (19S3, 1996), Teres aPica(1994), Susan
Gass (1997), and many others have argued rhar conversational interaction
is an essential, if not sufficient, condition for second language acquisition.
These researchers have studied the ways in which speakers modi$' their
speech and their interaction patterns in order to help learners participate
in a conversation or understand meaning in a new language. Long (1983)
agreed with Krashen that comprehensible input is necessary for language
acquisition. However, he focused on the question of how input could be
made comprehensible. He argued that modified interaction is the neces-

sary mechanism for making'language comprehensible. That is, what learners
need is opportunities to interact with other speakers, working together to
reach mutual comprehension through negotiation for meaning. Through
these interactions, interlocutors figure out what they need to do to keep the
conversation going and make the input comprehensible to the less profi-
cient speaker. According to Long, there are no cases ofbeginner-level learners
acquiring a second language from native-speaker talk that has not been mod-
ified in some way.

Modified interaction does not always involve linguistic simplification. It may
also include elaboration, slower speech rate, gesture, or the provision of addi-
tional contextual cues. Some examples of conversational modifications are:

I Comprehen5izT¡ ¿hs¡ps-efforts by the native speaker to ensure that the
learner has understood (for example, 'The bus leaves at 6:30. Do you
understand?').

2 Clarifcation requestt-efforts by the learner to get ¡he native speaker to
clari$' something that has not been understood (for example, 'Could you
repeat please?'). These requests from the learner lead to further modifica-
tions by the native speaker.

3 Self-repetition or paraphrase-the more proficient speaker repeats his or
her sentence either partially or in its entirety (for example, 'She got lost
on her way home from school. She was walking home from school. She

got lost.').

Long (1996) revised the interaction hypothesis, placing more emphasis on
cognitive factors such as 'noticing' and corrective feedback during inter-
action. 'When communication is difficult, interlocutors must 'negotiate

for meaning', and this negotiation is seen as the opportunity for language
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language features they mentioned. These research designs cannot tell us if
learners noticed things they did not mention. However, they do make it pos-
sible to identify some things that learners were aware of and to look at how
this awareness is related to measures oftheir language knowledge. The extent
to which learners' noticing oflanguage features affects their second language
development will come up again in our discussion of research on second
language acquisition in the classroom in Chapters 5 and 6.

Input processing
In his research with American university students learning foreign languages,
Bill VanPatten (2004) observed many cases of students misinterpreting sen-
tences. For example, as predicted by the competition model discussed earlier
in this chapte¡ when English speakers heard sentences in Spanish, they used
word order to interpret the relationships among the nouns in the sentence.
Thus, they interpreted'La sig,re el señor'as'She (subject pronoun) follows
the man. The correct interpretation is 'Her (object pronoun) follows the
man (subject of the sentence). In otherwords, rhe correct English translation
would be 'The man follows her'. In order to understand that, students need
to learn that in Spanish, a pronoun object often precedes the verb and that,
rather than rely on the word order alone, it is essential to pay artenrion to
whether the form of the pronoun indicates a subject or an object.

VanPatten argued that the problem arose in part from the fact that learn-
ers have limited processing capacity and cannot pay attention to form and
meaning at the same time. Not surprisingl¡ they tend to give priority to
meaning, overlooking some features of the language form. \X/hen the context
in which they hear a sentence helps them make sense of it, that is a good
strategy for understanding the general idea, but it may interfere with learners'
progress in acquiring the language. In Chapter 6 we will see how VanPatten
developed instructional procedures that require learners to focus on the spe-

cific language features in order to interpret the meaning, thus pushing them
to acquire those features.

Processability theory

Jürgen Meisel, Harald Clahsen, and Manfred Pienemann (1981) studied the
acquisition of German by a group of adult migrant workers who had little or
no second language instruction. They analysed large samples of their speech

and described the details of developmental sequences in their production of
simple and complex sentences. They concluded that the sequence ofdevelop-
ment for features of syntax and morphology was affected by how easy these

were to process. Ease of processing was found to depend to a large extent on
the position of those features in a sentence. Features that rypically occurred
at the beginning or end of a sentence were easier to process (and learn) than
those in the middle. All learners acquired the features in the same sequence,
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nature, require learners to use meaningful units of language repetitiyely
in contexts where there are genuine exchanges of meaning. The goal is to
provide opportunities for using these units with sufficient frequenry that
they will become automatic. Segalowitz (2010) has emphasized the impor-
tance of increasing the amount of language that can be used automatically,
thus freeing more cognitive resources for learning new things. Paul Nation
(2007) has suggested that automaticity, which he,like Segalowitz, refers to as

'fuenry' may be the most neglected aspect of language teaching in contexts
where instruction focuses primarily on meaning.

The sociocultural perspective
As we saw in Chapter 1, Vygotskyt theory assumes that cognitive develop-
ment, includinglanguage development, arises as a resultofsocial interactions.
Unlike the psychological theories that view thinking and speaking as related
but independent processes, sociocultural theory views speaking and think-
ing as tightly interwoven. Speaking (and writing) mediates thinking, which
means that people can gain control over their mental processes as a conse-

quence of internalizing what others say to them and what they say to others.

This internalizing is thought to occur when an individual interacts with an

interlocutor within his or her zone of proximal development (ZPD)-that
is, in a situation in which the learner can perform at a higher level because of
the support (scaffolding) offered by an interlocutor.

In some ways, this approach may appear to restate some of the hypotheses

encountered elsewhere in this chapter. In fact, people sometimes wonder
whether the ZPD is the same as Krashent I +1. 

'$7'illiam Dunn and James
Lantolf (1993) addressed this question in a review article, arguing that it
is not possible to compare the two concepts because they depend on very
different ideas about how development occurs . The ZPD is a metaphorical
location or 'site' in which learners co-construct knowledge in collaboration
with an interlocutor. In Krashen's i + 1, the input comes from outside the
learner and the emphasis is on the comprehensibiliry of input that includes
language structures that are just beyond the learner's current developmental
level. The emphasis in ZPD is on development and how learners co-con-
sffuct knowledge based on their interaction with their interlocutor or in
priYate speech.

Vygotskyan theory has also been compared to the interaction hypothesis

be cause ofthe interlocutor's role in helping learners understand and be under-
stood. These two perspectiyes differ primarily in the emphasis they place on

the internal cognitive processes. In the interaction hypothesis, the emphasis

is on the individual cognitive processes in the mind of the learner. Interaction
facilitates those cognitive processes by giving learners access to the input they
need to activate internal processes. In Vygotskyan theor¡ greater importance
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acquisition is that sociocultural theorists assume that the cognitive pro-
cesses begin as an external socially mediated acdvity and eventually become
internalized. Other interactionist models assume that modified input and
interaction provide learners with the raw material that is interpreted and
analysed through internal cognitive processes.

Summary
In the end, what all theories of language acquisition are intended to account
for is the ability of human learners to acquire language within a variety of
social and instructional environments. All of the theories discussed in this
chapter and in Chapter 1 use metaphors to represent something that cannot
be observed directly.

Linguists working from an innatist perspective draw much of their evidence
from studies of the complexities of proficient speakers' knowledge of lan-
guage and from analysis of their own intuitions about language. Cognitive
and developmental psychologists argue that it is not enough to know what
the final state of knowledge is and that more attention should be paid to cor-
pus-based studies of the input, as well as to the developmental steps leading
up to the achievement of high levels of proficiency.

Recent cognitive perspectives have often involved computer simulations or
controlled laboratory experiments where people learn specific sets of care-

fullychosen linguistic features, often in an invented language. Manylinguists
argue that this does not entitle psychologists to generalize to the complexities
of the linguistic knowledge that learners eventually have.

Interactionists emphasize the role of negotiation for meaning in conversa-

tional interactions. This perspective and the sociocultural perspective provide
insights into the ways in which learners can gain access to new knowledge
about the language when they have support from an interlocutor. Some

linguists challenge the interactionist position, arguing that much of what
learners need to know is not available in the input, and so they put greater

emphasis on innate principles of language that learners can draw on.

Both linguists and psychologists draw some of their evidence from neuro-
logical research. At present, most of the research on language representation
in the brain and specific neurological activity during language processing is

inconclusive. However, advances in technology are rapidly increasing oppor-
tunities to observe brain activiry more directly. Such research will eventually
contribute to reinterpretations of research that previously could examine
only the observable behaviour of learners speaking or performing other lan-

guage tasks.

Educators who are hoping that language acquisition theories will give them
insight into language teaching practice are often frustrated by the lack of
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Suggestions for further reading
Dórnyei, 2.2009. The Psycholog\ of second Language Acquisition. oxford:

Oxford Universiry Press.

This overview of the theories that have been proposed to explain second
language acquisition is both comprehensive and."ry ro read. óórnyei pro-
vides detailed treatment of the theories that are discussed in this .t 

"p,.r,focusing particularly on those arising from the research in cognitive
psychology. In addition, the book intioduces the work in neurobiology
that provides a new level of explanation for language acquisition 

"rd 
ur!.

swain, M., P. Kinnear, and L. steinman. 2070. sociocurtural Theory and
sen.nd Language Education: An Introduction through Narratiues. Bristol:
Multilingual Matters.

In this book the authors cover rhe key concepts ofsociocultural theory
(for example, mediation, zone_ of proximal development, privare ,p...h,
collaborative dialogue) through the use of narratives. The narratives come
from the voices oflanguage learners and teachers from different educa-
tional contexts. The book is of particular interest to readers motivated to
understand how sociocultural theory relates to the teaching and learning
ofsecond languages.

vanPatten, B. andJ. tülilliams (eds.). 2007 . Theories in second Language
Acquisition: An Introduction. Mahwah, NJ: Lawrence Erlbaum
Associates.

vanPatten and \Tilliams set our a list ofobservations that have arisen from
research studies in second language acquisition. Then, well-known authors
discuss how the theoretical framework in which theyhave done their own
research would explain these obseryations. For example, there are chapters
on ljniversal Grammar, sociocultural theor¡ skill acquisition theory, pro-
cessab.ility, and input processing. The chapte* ate biief (about 20 pages,
including discussion questions and readings) and wrimen in a style lrri, i,
accessible to those with limited background in research and theory. The
final chapte¡ by Lourdes ortega, ptorrid., a concise overview of the differ-
ent theories and identifies some ongoing challenges for explaining second
language acquisition.
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opportunities to continue learning the target language outside the class-
room; for others, the classroom is the only contact with that language. In
some cases' the learners' goal may be to pass an examination rather than to
use the language for daily communicative interaction beyond the classroom.

Communicative, content-based, and task-based instructional environments
also involve learners whose goal is learning the language itself, but the sryle of
instruction places the emphasis on interaction, conversation, and language
use, rather than on learningaboutthelanguage. The topics that are discussed
in communicative and task-based instructional environments are often of
general interest to the learner, for example, how to obtain a driver's license.
In content-based language teaching (cBLr), the focus of a lesson is usually
on the subject matter, such as history or mathematics, which students are
learning through the medium of the second language. In these classes, rhe
focus may occasionally be on the language itself, but the emphasis is on using
the language rather than talking about it. The language that teachers use foi
teaching is not selected solely for the purpose of teaching a specific feature
of the language, but also to make sure learners have the language they need
to interact in a variety ofcontexts. Students' success in these courses is often
measured in terms of their abiliry to 'get things done' in the second language,
rather than on their accuracy in using certain grammatical features.

fn natural acquisition settings
'W.hen 

people learn languages at work, in social inreracrions, or on the play-
ground, their experiences are often quite different from those of learners
in classrooms. CompleteThble 5.1 on the nexr page. As you look at the
pattern of + and - signs you have placed in the charr, you will probably find
it matches the descriptions below.

. Language is not presented step by step. The learner is exposed to a wide
variety of vocabulary and structures.

. Learners' errors are rarely corrected. If their interlocutors can under-
stand what they are saying, they do nor remark on the correctness of the
learners' speech. They would probably feel it was rude to do so.

. The learner is surrounded by the language for many hours each day.
Sometimes the language is addressed to the learner; sometimes it is
simply overheard.

. The learner usually encounters a number of different people who use

the target language proficiently.
. Learners observe or participate in many different rypes of language

events: brief greetings, commercial transactions, exchanges of informa-
tion, arguments, instruction at school and in workplace interactions.
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Older children and adults may also encounrer the written language in
the use ofvideo and web-based materials.
Learners must often use their limited second language ability to respond
to questions or to ger information. In these situations, the emphasis is
on getting meaning across clearl¡ and more proficient speakers tend to
be tolerant of errors that do not interfere with meaning.
Modified input is available in many one-ro-one conversarions. In situ-
ations where many native speakers are involved in the conyersation,
however, learners may have difficulty gerring access ro language they
can understand.

In structure- b ased insnuctional s ettings
The events and activities rhar are rypical of strucrure-based instruction differ
from those encountered in natural acquisition settings. In grammar transla-
tion approaches, there is considerable use of reading and writing, as learners
üanslate texts from one language to another, and grammar rules are taught
explicitly. In audiolingual approaches there is little use of translation, and
learners are expected to learn mainly through repetition and habit formarion,
although they may be asked to figure out the grammar rules for the sentences
they have memorized.

. Linguistic items are presented and practised in isolation, one item at
a time, in a sequence from what teachers or textbook writers believe is
'simple' to thar which is 'complex .

. Errors are frequently corrected. Accuracy tends to be given priority over
meaningful interaction.

. Learning is often limited to a few hours a week.

. In situations of foreign language learning the teacher is often the only
native or proficient speaker the student comes in contact with.

. Students experience a limited range of language discourse rypes. The
most typical of these is the Initiation/Response/Evaluation (IRE)
exchange where the teacher asks a question, a student answers, and the
teacher evaluates the response. The written language students encoun-
ter is selected primarily to provide practice with specific grammatical
features rather than for its content.

. Students often feel pressure to speak or write the second language and
to do so correctly from the very beginning.

. Teachers may use the learners' native language to give instructions or
for classroom management. \flhen they use the target language, they
tend to modify their language in order ro ensure comprehension and
compliance.
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clarification may ser'''e as implicit feedback. Negotiating for meaning
may help students see the need to say something in a differenr way.

o Learners usually have only limited time for learning. In a typical teacher-
fronted classroom with 25-30 students, individual students get very
little opportuniry to produce language in a 60-minute class, and when
they do, it is usually in the form of a short response to a teacher's ques-
tion. \lhen students work in pairs or groups, they have opportunities
to produce and respond to a greater amount and variery of language.
Sometimes, however, subject-matter courses taught through the second
language can add time for language learning. A good example of this
is in immersion programmes where most or all the subject marter is

taught to a group of students who are all second language learners.
. As in structure-based instruction, it is usually only the teacher who is

a proficient speaker. Learners have considerable exposure to the inter-
language of other learners, particularly in student-student interaction.
This naturally contains errors that would not be heard in an environ-
ment where the interlocutors are native speakers, but it provides many
more opportunities for students to use the target language than is the
case in most teacher-fronted activities.

. A variery of discourse rypes may be introduced through stories, peer-
and group-work, the use of 'authentic' materials such as newspapers and
television broadcasts. Text materials may include both those modified
for second language learners and those intended for native speakers. In
the latter case, teachers use instructional strategies to help learners get
the meaning, even if they do not know all the words and structures. In
student-student interaction, learners may practise a range of sociolin-
guistic and functional features of language through role-play.

. There is little pressure to perform at high levels of accuracy, and there is

often a greater emphasis on comprehension than on production, espe-

cially in the early stages of learning.
. Modified input is a defining feature of this approach to instruction. The

teacher makes every effort to speak to students in a level of language

they can understand. If students speak the same first language, they may
have little difficulry in understanding each other. If they come from dif-
ferent language backgrounds, they may modify their language as they
seek to communicate successfully.

General descriptions of classroom instruction such as those above cannot
capture the individual characteristics of particular classrooms. For this
reason, researchers have developed a number of ways to study classroom
learning and teaching.'W'e will discuss two approaches to classroom research

in this chapter.'Sl'e will look first at observation schemes, in which research-

ers anticipate the occurrence of particular events and behaviours and make
note of them within pre-planned frameworks or checklists. Then we will
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to second language teaching; one ofthem represents structure-based instruc-
tion; the other, a communicative approach. Structure-based approaches
emphasize language form through either metalinguistic instruction (for
example, grammar translation) or patern practice (for example, audiolingual).
'S7'ith 

each transcript, there is a chart where you can indicate whether certain
things are happening in the inreraction, from the point ofview of the teacher
and that of the students. Before you begin reading the transcripts, study the
following interpretations of the categories used in the charts:

I Errors: Are there errors in the language ofeither the teacher or the students?
2 Feedback on errors: \7hen students make errors, do they receive feedback?

From whom?
3 Genuine questions: Do teachers and students ask questions to which they

dont know the answer in advance?

4 Display questions: Do teachers ask questions that they know the answers
to so that learners can display their knowledge of the language (or lack
of it)?

5 Negotiation for meaning: Do the teachers and students work to under-
stand what the other speakers are saying? 'S7'hat efforts are made by the
teacher? By the students?

6 Metalinguistic comments: Do the teachers and students talk about lan-
guage, in addition to using it to transmit information?

In the following excerpts, T represents the teacher; S represents a student.
(The first two examples come from unpublished data collected by P M.
Lightbown, N. Spada, and B. Barkman.)

Classroom A: A structure-based approach
(Students in this class are 15-year-old French speakers.)

Teacher Student

Errors

Feedback on errors

Genuine questions

Display questions

Negotiation for meaning

Metalinguistic comments

Photocopiable @ Oxford University Press

r OK, we finished the book-we finished in the book UnitI,2,3.
Finished.'S7'orkbook l, 2, 3. So today we're going to start with
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r He is closing the door (writes 'He's closing the door' on the board).
\lhat are you doing, Mario?

Classroom B: A communicative approach
(Students in this class are 10-year-old French speakers. In this activiry they
are telling their teacher and their classmates what 'bugs' them. They have

written what bugs them' on a card or paper that they hold while speaking.)

Photocopiable @ Oxford University Press

s It bugs me when a bee string me.

T Oh, when a bee stings me.

s Stings me.

T Do you get stung often? Does that happen often? The bee stinging
many times?

s Yeah.

T Often? (Teacher turns to students who aren't paying attention) OK.
Sandra and Benoit, you may begin working on a research project,
hey? (Teacher turns her attention back to'\(/hat bugs me')

s It bugs me (inaudible) and my sister put on my clothes.

r Ah! She borrows your clothes? \lhen you're older, you may
appreciate it because you can switch clothes, maybe. (Tirrns to check

another studentt written work) Mélanie, this is yours, I will check-
OK. It's good.

s It bugs me when I'm sick and my brother doesnt help me-my-my
brother,'s¿115s fig-rne-.

T OK. You know-when (inaudible) sick, you're sick at home in bed
and you say, oh, to your brother or your sister: '\7ould you please get

me a drinkof¡y¿¡s¡:'-'Ah! Drop dead!'you know, 'Go play in the
traffic!'You know, it's not very nice. Martin!

s It bug me to have-
T It bugs me. It bugzzme.
s It bugs me when my brother takes my bicycle. Every day.

Teacher Student

Errors

Feedback on errors

Genuine questions

Display quest¡ons

Negotiation for meaning

Metalinguistic comments
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4 Display questions: Yes, almost all of the teacher's questions are of this rype.
Interestingl¡ however, the students sometimes interpret display ques-

tions as genuine questions (T: \X/hat are you doing, Paul? S: Nothing.).
The teacher wants students to produce a sentence-any sentence-in
the 'present continuous' but the student worries that het about to get in
trouble and asserts that he is doing'nothing'. This is a good example of
how the teacher's pragmatic intent can be misinterpreted by the student,

and of how strongly, even in this setting, students seek to find genuine

meaning in language.

5 Negotiation for meaning: Very little, learners have no need to paraphrase

or requesr clarifications, and no opportuniry to determine the direction

of the discourse; the teacher is focused only on the formal aspects of the

learners' language. All the effort goes into getting students to produce a

sentence with the present continuous form of the verb.

6 Metalinguistic comments: Yes, this is how the teacher begins the lesson

and lets the students know what really matters!

Classroorn B
I Errors: Yes, students make errors. And even the teacher says some odd

things sometimes. Her speech also contains incomplete sentences, simpli-
fied ways of speaking, and an informal speech style.

2 Feedback on errors: Yes, sometimes the teacher repeats what the student

has said with the correct form (for example, 'hebugzz me'-emphasizing
the third person singular ending). However, this correction is not consist-

ent or intrusive as the focus is primarily on letting students express their

meanings.
3 Genuine questions: Yes, almost all of the teacher's questions are focused on

getting information from the students. The students are not asking,ques-

iiottr itr this exchange. However, they do sometimes intervene to change

the direction of the conversation.
4 Display quesrions: No, because there is a focus on meaning rather than on

acc;Jracy in grammatical form.

5 Negotiation for meaning: Yes, from the teacher's side, especially in the

long exchange about who has a bicycle!

6 Meialinguistic comments: No. Even though the teacher clearly hopes to

g.t stud.nts to use the third person ending, she does not say so in these

words.

You no doubt noticed how strikingly different these t\vo transcripts are,

even though the activities in both are teacher-centred. In the transcript from

ClassroomA, the focus is on form (i.e. grammar) and in Classroom B, it is oq

meaning. In Classroom A, the only purpose of the interaction is to practisd

the presént continuous. Although the teacher uses real classroom events an-d

,o*. h.r-our to accomplish th1s, there is no real interest in what studen(
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sr Huh?
sz Is a three bird?

s1 Huh?
s2 Up, up-up the kite?

s r Yeah, the kite is u-, the kite is up and the ltree] is down. (Points

directions)
sz The lbird] down?

sr The kite-, the [tree] is down.
sz \What's the [tee]?
s1 Huh?
sz \lhatt the ltree]? (Imitates Learner 1's production)
s1 Feel?

s2 Fell?

Fell down? (Points down)
s 1 No, it's not the fell down. No, it's just at the bottom.
sz The bird?

s 1 No, the tree.

sz The tree? (Emphatic stress)

s1 Yes.

s2 It is left and right?
s 1 It's right. (Points)

sz Itt long? It's llinle]?
S 1 It's-what?
sz It's long and fiittle]?
s I lJm, a little-. It-, um, a middle size.

s2 Middle size tree?

s1 Yes.

s2 It's little. (Says as drawing the tree)

Communication task B: Jigsaw
The following transcript is of two students in a Grade 7 French immersion

classroom. They are engaged in a jigsaw activity based on a series of eight

pictures telling the story of a young girl being awakened by her alarm clock

áarly in the morning. One student has pictures 1,3,5, and7, and the other

student has pictures 2,4,6,and 8. They take turns telling the story portrayed

by the pictures and then they display all the pictures in sequence and write

the story they have just told. Telling the story requires the use of a number of
reflexive verbs in French. In the third person, the form sr is placed between

the subject and the finite verb. Thus, elle se llue (she gets up) and elle se souuient

(she remembers) are correct. The learners are called Dara (D) and Nina (N).

In the transcript incorrect uses ofthe refexive verbs are in italics; other errors

are not marked. (The data are from Swain and Lapkin 2002.)
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Characteristics of input and interaction
Compare the two charts you have completed. As before, what kinds ofsecond
language input and opportunities for interaction are available to learners in
each of the environments that these transcripts exemplify? How are they dif-
ferent from each other and the teacher-student interactions you looked at
previously?

Communication tashA
I Errors: There are many errors in the speech of both learners. This includes

grammatical and pronunciation errors. These errors are present in several

breakdowns in the learners' conversation.
2 Feedback on errors: There is no error correction in terms of form as the

learners struggle to understand each other's meaning. The difficulty they
are having in communication may serve as a kind of implicit feedback.
That is, the fact that the interlocutor does not understand may signal that
there is something wrong with what they have said.

3 Genuine questions: Yes, there are many genuine questions. Naturall¡ 52
asks most of these questions because she needs to get the information from
S 1 in order to draw the picture. S 1 also asks some genuine questions and
these are almost always to ask for clarification.

4 Display questions: No, there are no display questions because they
are engaged in a real communication-gap exchange. 52 cannot see the
picture that S 1 is describing. Therefore all the questions asked are genuine
questions.

5 Negotiation for meaning: Yes, indeed! Both learners are trying hard to
understand each other, even though they often fail to do so. This involves
many comprehe nsion questions and clarification requests, as well as repeti-
tions of each othert utterances, often with emphasis, trying to understand
what the other learner has just said.

6 Metalinguistic comments: None.

Communication tash B
I Errors: Both learners make several grammatical errors, most notably the

repeated failure to produce the refexive form of the verb se souuenir.

2 Feedback on errors: There is no actual error correction provided. Neither
learner is really sure what the correct form is. Instead, there is metalinguis-
tic refection and discussion as they try to figure out whether they are using
the correct form of the verb se souuenir.

3 Genuine questions: The questions that are asked are genuine. The content
is language form, but the students are genuinely sharing information
about how to complete the task.

4 Display questions: There are no display questions. The students are actively
collaborating to reconstrud the story and are asking genuine questions of
each other.



Puo3es Pue rsrg r{rog ur lleqPasJ PaurwExs PErl ]¿qr slePou ruo5 serro8er?f,

rer{ro Pue aluar{fs Jlol er{l Jo g uBd ruo{ serro83l?f Juros Jo uorrEurq

-urof, E Sursn lq suone^f,asgo rraqr ue8aq faql 'sruapnrs p¡o-reaf-1I-6 qll¡a
sruooJss¿¡f, uorsJeururr qf,ueJC JnoJ ur uonfeJelur Surrnp papr,rord >lleqpaa3

elltoaJrof, Jo sadlr ruaragrp aqr Surnrasqo lq aruel{rs rraqr padole,r,ap fagl
'uonrnrtsur a8en8ue¡ puoresJo sadlr reqro ur >p¿qp3eJ eglJrsep

ot pasn uaag osle seq r1 '(Sulgrear aSen8uel peseg-tueruoc 'a'r) uonf,nnsur
ranru-rralqns e¡,r a8en8uel ra8rer eqr uJeel stuepnls aSrn8uel puores araq,4^

suJooJsself uorsJerurur r{fuaJ{ ul pado¡a,r.ep se^\ eruer{f,s slql 'lJeqpaa3 aql
paf,nou ser{ luapnls eqt trr{t uouerrpur ut-alerdn ruaprus seururexa osle

puE sJoJJe uo a,u8 sJer{f,Eal >llBqPaej aAnf,eJJoJ 3o sada lueJsJIP seglJf,seP

qrlrl¡A aruer{f,s uorlelresgo ur pado¡a.tap (L661elue¡ BIIe-I pue rarsr(1 lo¡
sutoolsvlJ ?arpq-lualuoJ ut stsuJaü :I [?rug

utoo,tswlr aqL a? qr?q?aa! an?pa"¿ro)

'Surura¡ Z-I roJ arunJo uonngrrtslp
pue tunou¡E ar{r seglJlsep euo pue suousanb3o asn (sJaq)Eat ateSttsa,rut rno3
(>l3BqpeeJ e^nfeJJo3 eururExe sarpnts aAIC 'Paultuexe uaaq sEI{ uollrnJtsul

Jo eJnfEaJ re¡notUed euo r{f,Iq-/y\ uI tloJ¿3sal uooJss¿If ,^ eI^eJ e \ 'suollf,es
Surmo¡o3 er{r uI 'uonf,EJetul pue uollfnJrsul ruooJssul3 Jo eJnrEeJ 3glf,eds

auo uo snJoJ sJer{to 'sarnparord pue saf,Ilf,EJd puonrnrtsut 3o a8uer peorq
e 8ur¡a,ror 'sar¡oSateo a¡oru lu¿ru asn seuaqts uorltlJesqo aruog 'satro8alec

uonB^Jesgo xrsJo suJal uI uollf,eJaluI luaPnls-luePrus PUE luePnls-Jar{3"e1
pa;rduoo pur pequf,sep e^EI{ ar"r 'sa8¿d Surpacard eqt uI saItIAItJB aqt uI

úors agr jo luetuoJ agr ssnJSIp ot anulluof lar¡r se ruJo3 slr{l

Jo esn JraqtJo lce¡nccr ¡roneuuer8 agt uottsanb llpnunuor PUe¿tuanruot at

qJe a^rxegeJ er{rJo uIJoJ lf,aJJor aqr Sursn a.re lar¡r Jaqtel{^\ lnoqe stuaruettts

uor¡dxe IEJa JS a¡eru lagr 'lrors aqr Sutlrn¡tsuo¡al alrqr6 'Sutueau pue
tuJoJ qroq uo pasnf,oJ aJE sJauJeel oql 'Jo^a,^aor{ 'ld¡rosuerl luePnls-luePnts
puoras eqt uI lset sr{t uI Surueau¡ ro3 areno8au lagr se slsanba¡ uonmglJtlf
pue uorsueqa¡druo¡ Sursn l¡ruttsuoJ eJE ,,(aq1 'lrr,uror de8-uoll¿tuJoJul aqr

alaldruoc ot repJo uI Jotllo l{f,ee puetsJapun or Sutlrl uo pue Suluearu uo r(1a,rts

-nlf,xe pasnf,oJ eJE ueJpllqf, aql '>lsrt uollef,IunuruJoo rsJg Jqr uI 'Jal{lo I{fEa

ruo5 luaJeJrp,fta,r aJ? uonJEJalul luePnls-luaPnrsJo slduf,su¿J] o/yu asaql

'urro3 rg8rr aql pug ol Surl¡t uo
sn:oj laqr se a8en8uel rnoge 8uq¡rt eJE stuapnts ar{t ',unouo:d, lo ,gla,t,
sE r{f,ns spJo^\ Sulsn lou ert lagr q8noqrry :sruJuruJof, clrsln8ul¡era¡lq 9

'l¿s ot ruer'r fagr paar8e a,r lagt rrqrvt les or

sruJoJ tJaJJoc aqr Sursn arr faqr Jalpaq/ú.Jo uorssn3slP aJotu 'sI lEI{l 'tuJo3

3o uoneno8au aJoru sr aJalp 'snql 'Aots al{rJo rueruof aql uo paa.r8e azttg

sluapnls er{l (uortfrJarul aql u¡ ru¡od sq1 rV :Suluearu JoJ uoItEIloStN 5

utootssqr aSan&ual puoJas aof w Sutqnal puu Sututaal &un"¿asqO 6et



r40 Obseruing learning and teaching in the second language classroom

language learning. They adjusted some of the categories to fit their data,
and they also developed additional categories. This resulted in the identi-
fication of six corrective feedback types, defined below The definitions are
taken from Lyster and Ranta (1997: pp.46-8). The examples come from
i0-1 1-year-old students in ESL classes that we have observed.

Explicit correction refers to the explicit provision of the correcr form. As
the teacher provides the correct form, he or she clearly indicates that
what the student had said was incorrect (for example, 'Oh, you mean ...',
'You should say ...').

s The dog run fastly.
T 'Fastly' doesnt exist. 'Fast' does not take -ly. That's why I picked

'quickly'.

Recasts involve the teachert reformulation of all or part of a studentt utter-
ance, minus the error. Recasts are generally implicit in that they are not
introduced by'You mean', 'Use this word', or'You should say.'

s1 \X/hyyou dont like Marc?
r \Mhy dont you like Marc?
sz I dont know I dont like him.

Note that in this example the teacher does not seem to expect uptake from
S 1. It seems she is merely reformulating the question S t has asked 52.

Ckrifcation requests indicate to students either that their utterance has been
misunderstood by the teacher or that the utterance is incorrect in some way
and that a repetition or a reformulation is required. A clarification request
includes phrases such as 'Pardon me ...' It may also include a repetition of
the error as in '\7hat do you mean by ... ?'

r How often do you wash the dishes?

s Fourteen.
:r Excuse me. (Clarification request)

s Fourteen.
:r Fourteen what? (Clarification request)

s Fourteen for a week.
:r Fourteen times a week? (Recast)

s Yes. Lunch and dinner.

Metalinguisticfeedbackcontains comments, information, orquestions related
to the correctness of the studentt utterance, without explicitly providing the
correct form. Metalinguistic comments generally indicate that there is an

error somewhere (for example, 'Can you find your error?'). Also, metalin-
guistic information generally provides either some grammatical terminologv
that refers to the nature of the error (for example, 'Itt masculine') or a word
definition in the case of lexical errors. Metalinguistic questions also point to
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conclude that'not all content teaching is necessarily good language teaching'

(p. 68). The challenges of content-based language teaching will be discussed

further in Chapter 6.

Since Lyster and Ranta reported their findings, many more observation

studies of corrective feedback in second or foreign language classrooms have

been carried out. Some of them report similar results-that recasts are the

most frequently occurring type of feedback and that they appear to go unno-

ticed by liarners. However, othefs report that learners do notice recasts in the

classroom. Below, two studies are described in which learners were observed

to notice and to respond to recasts provided by their teachers.

Study 2: Recasts andPriaate sqeech

In a study with aduli foreign language learners of Japanese, Amy Ohta
(2000) examined the oral language that learners addressed to themselves

during classroom activities. She was able to obtain this private speech by

"tt".hitrg 
microphones to individual students during classroom. interaction

that focused or grammar and metalinguistic instruction. In this context'

Ohta discov.r.d ih"t learners noticed recasts when they were provided by

the instructor. Furthermore, learners were more likely to react to a recast

with private speech when it was directed to another learner or to the whole

class iather than when the recast was directed to their own errors. On the

basis ofthese findings, she concluded that recasts do get noticed in classroom

interaction even iftñey do not lead to uptake from the student who originally

produced the error.

Study 3: Recasts in dffirent instructional settings

Roy Lyster and Hiráhide Mori (2006) compared learners' immedi-

ate responses to corrective feedback in French and Japanese immersion

cl"rrroornr. They found that the teachers in both contexts used correc-

tive feedback in similar ways. However, the effects of recasts on learners'

uptake were different. In the Japanese immersion classes, learners frequently

repaired their utterances after réceiving recasts whereas learners in the French

iÁmersion classes rarely did. Instead, the greatest proportion of repair came

after prompts, that is, the feedback rypes that indicated to students that a

correition was needed and that encouraged them to self-correct'

In their efforts to understand these differences Lyster and Mori carried out

a detailed analysis of the instructional characteristics in these classes' Using

the COLI observation scheme described above to caPture differences in the

pedagogical practices, they discovered that there was an analytic orientation

i" thi J""p"tt.t. classrooms leading the teachers and learners to focus their

attenti;; on language form and accuracy. The orientation in the French

immersion cl"rrei was more experiential with a greater focus on content

and communication of messages. Lyster and Mori argued that because the

Japanese learners' attention was regularly drawn to form, they were primed
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Oliver and MackeÉ study emphasizes how differences in the insrruc-
tional context affect teachers'feedback and learners' response to it. It is also
important to keep in mind that different corrective feedback rypes can be
interpreted differently depending on how they are delivered. Recasrs are a

case in point. In a study of corrective feedback in four different instruc-
tional contexts, Younghee Sheen (2006) observed many conrrasting rypes of
recasts, including recasts that were declarative versus interrogative, reduced
versus non-reduced, single words or short phrases versus long phrases or
clauses. Recasrs can also differ according to whether they are delivered with
or without stress or emphasis. In a study of adult learners of English, Shawn
Loewen and Jenefer Philp (2006) found that recasts containing 'prosodic
stress were thirteen times more likely to result in successful uptake' (p. 547),
that is, uptake in which the student produced the corrected form. However,
these interactions were not associated with improved performance on a sub-
sequent test.

Other factors that may affect learners' reacrions to different rypes of feedback
include age and learning goals. For example, adults may be more likely to
interpret recasts as feedback on language form, particularly if a high level of
accuracy in the second or foreign language is one of their goals.

In this chapter we have examined the role of correcrive feedback primarily
in terms of learners' oral production. Most of this research has been con-
cerned with the effects ofcorrective feedback in relation to learners' linguistic
growth and more specificall¡ learners' grammatical development. There is

also an extensive body ofresearch that has investigated the role ofcorrective
feedback on learners'written production. This research has been primarily
concerned with whether corrective feedback can help learners improve their
writing performance. Less atrention has been given to whether and how
written corrective feedback contributes to learners' linguistic development.
One recent study which has done that is Younghee Sheen's research described
in Study 5 below.

Study 5: Oral anduritten correctiuefeedbach
Younghee Sheen (2010) compared the effects oftwo types oforal andwritten'
corrective feedback on adult ESL learners' accurare use ofarticles. The oral
corrective feedback consisted of recasts or metalinguistic information; par-
allel written corrective rypes were direct correcrion or direct metalinguistic
feedback. Five groups participated in the stud¡ of which one was a controll
group. The other groups each received one of the following: 1) oral recasrs,i
2) oral metalinguistic feedback, 3) written direct correction, and 4) writteni
direct metalinguistic feedback. I

I

All groups participated in rwo 30-minute activities in which theywere askedl
to t."d 

" 
rtory 

".rJth.n 
,.tell it either in the written or the oral mode. Learners]

in the oral corrective feedback group received either recasts or metalinguisticl
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they have been encouraged to ask more referential (or genuine) questions
since the latter are thought to require more cognitive processing and to gen-
erate more complex answers.

More recentl¡ howeve¡ a re-evaluation of display quesrions has taken place.
This is based on the observation that there are differentways inwhich display
questions can be asked in classrooms. One is for the teacher to ask a series of
questions in a drill-like format such as 'Do you have a brother?', 'Does he have
a brother?', 'Do you have a sister?', 'Does she have a sister?' In this context,
display questions do not have a meaningful or communicative purpose. In
other contexts, however, display questions can serve important pedagogic
and interaction functions. The study below describes reachers' use of display
questions in a more positive light.

Sr"dy 7: Scffi lding and dispky and referential questions
In a case study of one teachert adult ESL class, Dawn McCormick and
Richard Donato (2000) explored how the teacher's questions were linked to
her instructional goals. \X/orking within sociocultural theor¡ the researchers
chose the concept of scaffolding to investigate teacher questions as 'media-
tional tools within the dialogue between the teacher and students' (p. 184).
As we saw in Chapter I and Chapter 4, scaffolding refers to a process in
which, for example, a more knowledgeable (or expert) speaker helps a less

knowledgeable (or novice) learner by providing an inreractional framework
that the learner can build on.

McCormick and Donato identified six functions of scaffolding (for example,
drawing the novicet attention to the task, and simpli$'ing or limiting the
task demands). The researchers examined another function-the teacher's

use of questions during scaffolded interactions-and how it contributed to
class participation and learner comprehension. In the example below, they
argue that the teacher's use of the display question *Who usually lives in
palaces?' serves an important pedagogic function because it draws the learn-
ers' attention to the word palace' through the display question and facilitares
the learners' comprehension of the word.

T Palace?

s 1 Like castle?

s2 Special place, verygood.
s: Very nice.
r Castle, special place, very nice. \7ho usually lives in palaces?

ss Kings.
r Kings, and queens, princes and princesses.

ss Yeah

s4 Maybb beautiful house?

r Big, beautiful house, yeah, really big.
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Study 10: Tirnefor learning langaages in school
Earlier in this chapter we talked about the differences between learning a

second language in the natural setting compared with the classroom (see

Thble 5.1). One of the major differences is the amount of time available for
learning. In the natural sefting there is ample time to learn whereas in the ;

typical classroom setting, learners have limited time. One of the ways to
provide more time for learning a second/foreign language is via content-based

instruction. However, this is not always feasible or desirable (Lightbown

2Ol2). Other alternatives include increasing the total instructional time or

distributing time more intensively over the school year.

!íe know that it takes a great deal of time to learn a second language, but
little research has been done to investigate how the distribution of instruc-
tional time affects L2 learning. Exceptions to this include the work of some

Canadian researchers who have examined different amounts and distribu-
tions of time in English and French as a second language programmes. In one

study in Quebec, learners receiving intensive ESL instruction for five hours

every day for five months of one school year (in Grade 5 or 6) were compared

to learners at the end of secondary school who had received the same total
amount of instruction spread over 7-8 years of schooling. On a number of
measures, the students who received the intensive instruction performed as

well as or better than those whose instruction was delivered in what has been

called a 'drip feed' approach (Lightbown and Spada 1994) '

In subsequent research, comparisons were made between grouPs of Grade 5

and 6 students who participated in intensive English language instruction
during a single school year, but with the time distributed differently: some

students received five hours of English a day for five months; others received

the same total number of hours, doing two and a half hours of English each

day for 10 months. The researchers found that both groups benefited from
the overall increase in hours of instruction with some additional advantages

for learners receiving the more intensive instruction (Collins et al. 1999;

Collins and \X/hite 2011). The advantages were evident not only in superior

language abilities but also in attitudes toward the language and satisfaction

with language learning experiences. Similar findings have been reported

for different models of intensive and core French programmes (Netten and

Germain 2004;Lapkin, Hart, and Harley 1998).

The classroom observation studies we have described in this chapter focus

on specific features ofclassroom interaction. In these studies, the feature of

interest was determined in advance of the observation on the basis of some

hypothesis about what aspects of classroom instruction and interaction are

important for learning, that is, whether a particular type of corrective feed-

back led to more learner repair, whether a particular type of question led

to more learner output, and how the distribution of time affected learning
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fears about their children's abiliry to succeed and raising fundamental ques-

tions about the value of school in their lives. The researcher concludes that
these factors were central in contributing to the childrenb lack of continued
cognitive and linguistic development in school.

Study 12: Separation ofsecond knguage learners inltrimary schoob
In a longitudinal stud¡ Kelleen Toohey (2000) observed a group of chil-
dren aged 5-7 inkindergarten, Grade 1, and Grade 2 inVancouver, Canada.

The group included children who were native speakers of English, as well as

children whose home language was Cantonese, Hindi, Polish, Punjabi, or
Thgalog. A1l the children were in the same class, and English was the medium
of instruction. Toohey identified three classroom practices that led to the sep-

aration of the ESL children. First, the ESL children's desks were placed close

to the teacher's desk, on the assumption that they needed more direct help

from the teacher. Some of them were also removed from the classroom twice
a week to obtain assistance from an ESL teacher. Second, instances in which
the ESL learners interacted more with each other usually involved borrow-
ing or lending materials but this had to be done surreptitiously because the

teacher did not always tolerate it. Finally, there was a'rule' in the classroom

that children should not copy one another's oral or written productions.
This was particularly problematic for the ESL children because repeating

the words of others was often the only way in which they could participate
in conversational interaction. According to Toohe¡ these classroom Prac-
tices led to the exclusion of ESL students from activities and associations in
school and also in the broader communiry in which theywere new members.

Furthermore, such practices did not contribute positively to the children's

ESL development.

Stu¿y 13: Sociopolitical change andforeign knguage classroorn ¿iscourse

In an ethnographic study of English-medium content classes in Hungarian
secondary schools, Patricia Duff(1995) examined the impact of sociopolitical

changes on pedagogical practice. She compared the structure and participa-
tion patterns of two classroom activities. One is a traditional activity called

afelrhs which is a heavily ritualized recitation format closely associated with
Soviet-oriented policies that were rejected after the fall of communism in the

late 1980s. As a result, in many English-medium classes in Hungary thefeleht

was replaced by a more open-ended activity called'student lecture' in which
students prepared and presented material to the class in a less ritualized way. 

l

In an examination of the kind of language produced by students when par'
ticipating in student lectures, Duffobserved a large number of spontaneoul

comments and questions produced in English rather than Hungarian. Sh{

also noted how students appeared to incorporate feedback provided by thd

teacher (and other students) in their subsequent production, how the teache{

and students worked together to negotiate meaning and form, and how theJ
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Suggestions for further reading
Spada, N. and M. Fróhlich. 1995. 7he Communicatiue Orientation

of Language Teaching Obseruation Scheme: Coding Conuentions and
App li catio ns. Sydney: Macmillan.

This book describes the origins and purposes of the Communicative
Orientation of Language Teaching (COLT) observation scheme. COII
describes the pedagogical practices and verbal interactions that take place
between teachers and students with the aim of describing the instruction
as being more or less communicatively oriented. It also provides detailed
guidelines and illustrations for using COLI including how to collect data,
how to code the data, and how to analyse it. Also included are descrip-
tions of how COLT has been used in second/foreign language classrooms
throughout the world.

Toohe¡ K. 2000. Learning English at School: Identi4t, Social Relations and
Classroom Practice. Clevedon: Multilingual Matters.

This book addresses a common educational practice in many countries
in the world in which children from minority language backgrounds are

taught in mainstream English-medium classes. Through a longitudinal
description of a group of children learning English from kindergarren ro
the end of Grade 2 ín a Canadian school, the reader is introduced to a
range ofsocial and critical perspectives on education and how they can be
applied to child second language learning. The book provides important
insights and useful guidance about how teachers and schools can support
minority language children in their efforts to become educated through
the medium of English.

W'ajnryb, R. 1992. Classroom ObseruationThshs: A Resource Boohfor Language

Teachers and Tlainers. Cambridge: Cambridge University Press.

This book is mainly addressed to teachers to illustrate how they can use

observation to learn about their own teaching. Readers are guided through
a variety of different tasks and shown how to observe, analyse, and refect
on various aspects ofinstruction including learners, language, lessons, and
teaching strategies.
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involve large numbers of learners in an effort to avoid the possibility that
the unusual behaviour of one or two individuals might lead to a misleading
conclusion about learners in general.

Qualitative research, including ethnographies and case studies, often involves
small numbers, perhaps one class or only one or two learners in that class.

The emphasis is not on what is most general but rather on a thorough under-
standing ofwhat is particular about what is happening in this classroom. As

pointed out byAnn Burns (2010) and others, while quantitative and qualita-
tive research are important in assessing theoretical proposals, action research

carried out by teachers in their own classrooms is also essential to answer spe-

cific local questions. In this chapter we focus mainly on experimental studies.
These are studies that were designed to test hypotheses about how teaching
affects second language learning. Readers are encouraged to follow up with
further reading but also to explore related questions through research activi-
ties within their own teaching and learning environments.

I Get it rightfrom the beginning
'Get it right from the beginning' is probably the proposal that character-
izes more second and foreign language instruction than any other kind.
Although communicative language teaching has come to dominate in some

environments, the structure-based approaches discussed in Chapter J, espe-

cially grammar translation, remain widespread.

The grammar translation approach has its origin in the teaching of classi-

cal languages (for example, Greek and Latin). Students were presented with
vocabulary lists, often accompanied by translation equivalents, and grammar
rules. The original purpose of this approach was to help students read lit-
erature rather than to develop fuency in the spoken language. It was also

thought that this approach provided students with good mental exercise to
help develop their intellectual and academic abilities.

In a rypical grammar translation activiry students read a text together line
by line and are asked to translate it from the target language into their native
language. Students may answer comprehension questions based on the
passage, often in their first language. The teacher draws attention to a specific
grammar rule that is illustrated by the text (for example, a certain verb form).
Following this, the students are given an exercise in which they are asked

to practise the grammar rule, for example, by filling in the blanks with the
appropriate verb form in a series of decontextualized sentences that may or
may not be related to the text they have read and translated.

Audiolingual instruction arose in part as a reaction to the grammar transla''1

tion approach. The argument was that, unlike grammar translation teachingl
in which students learned about the language, audiolingual teaching would
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Research findings
Many adult learners, especially those with good metalinguistic knowledge

oftheir own language, express a preference for structure-based approaches.

Learners whose previous language learning experience was in grammar

translation classes may also prefer such instruction. As we saw in Chapter 3,

learners' beliefs about the kind of instruction that is best can influence their

satisfaction and success. The grammar translation approach is useful for the

study of grammar and vocabulary and can be valuable for understanding

important cultural texts. The audiolingual approach with its emphasis on

speaking and listening was used successfully with highly motivated adult

liarners-in intensive training programmes for government personnel in the

United States. However, there is little classroom research to support such

approaches for students in ordinary school programmes that must serve the

needr of students who bring different levels of motivation and aptitude to

the classroom. In fact, it was the frequent failure of traditional grammar

translation and audiolingual methods to produce fluency and accuracy in

second language learners that led to the development of more communica-

tive approaches to teaching in the first place.

Supporters of communicative language teaching have argued th-at language

is nát learned by the gradual accumulation of one grammatical feature aftel

anorher. They suggesi that errors are a natural and valuable part ofthe lan-

guage learning process. Furthermore, they believe that the motivation ol

i."rn.tr is often stifled by an insistence on correctness in the earliest staget
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pattern practice drills-resulted in a developmental sequence that appeared
to be different from that of learners in more natural learning environments.

For a time after their instruction had focused on it, learners reliably pro-
duced a particular grammatical morph.eme in its obligatory contexts. For
example, after weeks of drilling on present progressive, students usually sup-
plied both the auxiliary be and the -ing ending (for example, 'He's playing
ball'). However, they also produced one or more of the morphemes in places
where they did not belong ('He's want a cookie'). The same forms were pro-
duced with considerably less accuracy in obligatory contexts when theywere
no longer being practised in class and when the third person singular simple
present -s was being drilled instead. At this point, many students appeared
to revert to what looked like a developmentally earlier stage, using no tense
marking at all (for example, 'He play ball'). These findings provided evi-
dence that an almost exclusiye focus on accuracy and practice of particular
grammatical fbrms does not mean that learners will be able to use the forms
correcdy outside the classroom drill setting, nor that they will conrinue ro
use them correctly once other forms are introduced. Not surprisingly, this
instruction, that depended on repetition and drill of decontextualized sen-

tences, did not seem to favour the development of comprehension, fluency,
or communicative abilities either.

Study I 5 : Grammar p las communicatiue practice
In one of the earliest experimental studies ofcommunicative language teach-
ing, Sandra Savignon (I972) studied the linguistic and communicative skills
of 48 college students enrolled in French language courses at an American
university. The students were divided into three groups: a'communicative'
group, a'culture' group, and a control group. All groups received about four
hours per week of audiolingual instruction where the focus was on the prac-
tice and manipulation of grammatical forms. In addition, each group had a

special hour of different activities. The 'communicative' group had one hour
per week devoted to communicative tasks in an effort to encourage practice
in using French in meaningful, creative, and spontaneous ways. The 'culture'
group had an hour devoted to activities, conducted in English, designed to
'foster an awareness of the French language and culture through films, music,
and art'. The control group had an hour in the language laboratory doing
grammar and pronunciation drills similar to those they did in their regular
class periods.

Tests to measure learners' linguistic and communicative abilities were
administered before and after instruction. The tests oflinguistic competence
included a variery of grammar tests, teachers' evaluations of speaking skills,
and course grades. The tests of communicative competence included meas-

ures of fuency and of the abiliry to understand and transmit information in
a variety of tasks, which included: discussion with a native speaker of French,
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learners do not need to produce language in order to learn it, excepr perhaps
to get other people to provide input by speaking to them. According to this
view, it is enough to hear (or read) and understand the target language.

Read Example 3 to get a feel for how this theory of classroom second language
learning can be implemented in a classroom. This description shows that
one way to obtain comprehensible input is to provide learners with listening
and reading comprehension activities with no (or very few) opportunities to
speak or interact with the teacher or other learners in the classroom.

Example 3
It is time for English class at a primary school in a French-speaking com-
munity in New Brunswick, Canada. The classroom looks like a miniature
language lab, with about thirry small desks, on each of which there is a cas-
sette player and a set of large earphones. Around rhe room, shelves and racks
display scores of books. Each book is packaged with an audiocassette that
contains a recording of its content. The materials are not strictly graded, but
some sets of books are very simple, and other sets are grouped so that they
are gradually more challenging. There are pre-school childrent books with
a picture and a word or two on each page; illustrated stories with a few sen-

tences per page; picture dictionaries; ESL textbooks for children; illustrated
science books about animals, weather, vehicles, etc. Students (aged B-10)
enter the classroom, select the material they want, and take it to their indi-
vidual workspace. They insert the cassette, put on their earphones, and open
their books. They hear and read English for the next 30 minutes. For some of
the time the teacherwalks around the classroom, checking that the machines
are running smoothly, but she does not interact with the students concern-
ing what they are doing. Some of the students are listening with closed eyes;

others read actively, mouthing the words silently as they follow each line with
a finger. The classroom is almost silent except for the sound of tapes being
inserted and removed or chairs scraping as students go to the shelves to select
new tapes and books.

Research findings
Research relevant to the 'Just listen ... and read' proposal includes studies of
comprehension-based teaching and extensive reading (Day et al.2011). \7e
will also look at some comprehension-based instruction in which the input
is manipulated in ways that are intended to increase the likelihood that stu-
dents will pay attention to language form as well as meaning.

Sndy 1 6: Comprehension- based insnuction for cbildren
Example 3 was a description of a real programme implemented in experi-
mental classes in a French-speaking region in Canada. From the beginning
of their ESL instruction at age eight, students only listened and read during
their daily 3O-minute ESL period. There was no oral practice or interaction
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there was vocabulary growth attributable to reading, even over this short
period, and that the more students read, the more words they learned. She

concluded that substantial vocabulary growth through reading is possible,
but that students must read a great deal (more than just one or two books
per semester) to realize those benefits. As we saw in Chapter 2, when we
interact in ordinary conversations, we tend to use mainly the 1,000 or 2,000
most frequent words. Thus, reading is a particularly valuable source of new
vocabulary. Students who have reached an intermediate level of proficiency
may have few opportunities to learn new words in everyday conversation. It
is in reading a variety of texts that students are most likely to encounter new
vocabulary. The benefit of simplified readers is that students encounter a

reasonable number of newwords. This increases the likelihood that they can
figure out the meaning of new words (or perhaps be motivated to look them
up). If the new words occur often enough, students may remember them
when they encounter them in a new context.

Other research that explores the 'Just listen ... and read' proposal includes
studies in which efforts have been made to draw second language learners'

attention to language forms in the input, for example, by providing high-
frequenry exposure to specific language features through an input food,
highlighting the features through enhanced input, and/or providing pro-
cessing instruction. All of these are described in more detail below but the
emphasis in all cases is on getting learners to notice language forms in the
input, not on getting them to practise producing the forms. The next three
studies are examples of this research.

Stady 18: Inputflood
Martha Tiahey and Lydia \,X/hite (1993) carried out a study with young
French-speaking learners (aged 10-12) in intensive ESL classes in Quebec
such as those described in Chapter 5, Study 10. The goal of the research was

to determine whether high-frequency exposure to a particular form in the
instructional input would lead to better knowledge and use of that form
by the students. The linguistic form investigated was adverb placement in
English (see Chapter 2, p. 58). For approximately 10 hours over a two-week
period, learners read a series ofshort texts in which theywere exposed to liter-
ally hundreds of instances of adverbs in English sentences-so many that the

investigators referred to this study as an 'input food'. There was no teaching
of adverb placement, nor was any error correction provided. Instead, stu-
dents simply read the passages and completed a variety of comprehension
actiYities based on them.

Although learners benefited from this exposure to sentences with adverbs

in all the correct positions, their learning was incomplete. They improved
in their acceptance of sentences with word order that is grammatical in
English but not in French ('The children quickly leave school'). However,
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Enhoncing the input

Study 20: Processing instruction
Bill VanPatten (2004) and his colleagues have investigated the effects of pro-
cessing instruction, another approach to comprehension-based learning. In
processing instruction, learners are put in situations where they cannot com-
prehend a sentence by depending solely on context, prior knowledge, or other
clues. Rather they must focus on the language itself. In one ofthe first studies,
adult learners of Spanish as a foreign language received instruction on differ-
ent linguistic forms, for example, object pronouns (VanPatten and Cadierno
1993). As noted in Chapter 4, VanPatten found that English-speaking learn-
ers of Spanish tended to treat the object pronouns, which precede the verb in
Spanish, as if they were subject pronouns. Thus, a sentence such as La sigue

el señor (literally'her (object) follows the man (subject)') was interpreted as

'She follows the man.

Two groups were compared in the stud¡ one receiving processing instruc-
tion, the other following a more traditional approach. The processing
instruction group received explicit explanations about object pronouns and
did some actiyities that drew their attention to the importance of noticing
that object pronouns could occur before the verb. Then, through a variety of
focused listening and reading exercises, learners had to pay attention to how
the target forms were used in order to understand the meaning. For example,
they heard or read La sigue el señor andhad to choose which picture-a man
following a woman or a woman following a man-corresponded to the sen-

tence. A second group of learners also received explicit information about
the target forms but instead of focusing on comprehension practice through
processing instruction, they engaged in production practice, doing exercises

to practise the forms being taught. After the instruction, learners who had

received the comprehension-based processing instruction not only did better

,
Ar
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Negotiation for meaning is accomplished through a variety of modifications
that naturally arise in interaction, such as requests for clarification or confir-
mation, repetition with a questioning intonation, etc.

Look for negotiation for meaning in the examples below and compare this
with the examples given for the'Get it right from the beginning'proposal.

Example 4
(A group of ).2-year-old ESL students are discussing a questionnaire about
pets with their teacher.)

s And what is 'feed'?

r Feed?Tofeedthedog?
s Yes, but when I dont have a ...
r Ifyou dont have a dog, you skip the question.

Example 5
(Students from Classroom B, as they settle in at the beginning of the day.)

T How are you doing this morning?
sr I'm mad!
sz \X/hy?

r Oh boy. Yeah, why?

s 1 Because this morning, my father say no have job this morning.
T Your father has no more job this morning? Or you have no job?

s I My father.

How different these examples are from the essentially meaningless interac-
tion often observed in classrooms where the emphasis is on 'getting it right
from the beginning'. Such genuine exchanges of information must surely
enhance students' motivation to participate in language learning activities.

But do they, as advocates of this position claim, lead to successful language

acquisition? Note, for example, that, although the conversation proceeded in
a natural way, the student in Example 4 never did find out what'feed' meant.

Research findings
Most of the early research that examined the 'Lett talk' proposal was descrip-
tive in nature, focusing on such issues as: How does negotiation in classrooms

differ from that observed in natural settings? How do teacher-centred and
student-centred classrooms differ in terms of conversational interaction?
Do task types contribute to different kinds of interactional modifications?

Several studies also examined relationships between modifications in conver-
sational interaction and comprehension.

In the mid-1990s researchers began to directly explore the effects of interac-
tion on second language production and development over time. Most of
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Study 22: Learner language andproficiency leuel
George Yule and Doris Macdonald (1990) investigated whether the role
that different proficienry-level learners play in a two-way communication
task led to differences in their interactive behaviour. They set up a task that
required ñvo learners ro communicate information about the location ofdif-
ferent buildings on a map and the route to ger there. One learner, referred to
as the 'sender', had a map with a delivery roure on it, and this speaker's job
was to describe the delivery route ro rhe 'receiver' so that he or she could draw
the delivery route on a similar map. The task was made more challenging by
the fact that there were minor differences between the two maps.

To determine whether there would be any difference in the interactions
according to the relative proficiency of the 40 adult participants, differ-
ent types of learners were paired together. One group had high-proficiency
learners in the 'sender' role and low-proficiency learners in the 'receiver' role;
the other group had low-proficiency'senders' paired with high-proficiency
'receivers'.

\lhen low-proficiency learners were senders, interactions were considerably
longer and more varied than when high-proficiency learners were the senders.
The explanation for this was that high-proficiency senders tended to act as

if the lower-level receiver had little contribution to make in the completion
of the task. As a result, the lower-level receivers were almost forced to play a

passive role and said very little. \X/hen lowerJevel learners were the senders
however, much more negotiation for meaning and a greater variety of interac-
tions between the two speakers took place. Based on these findings, Yule and
Macdonald suggest that teachers should sometimes place more advanced stu-
dents in less dominant roles in paired activities with lower-level learners.

Study 23: Zhe dynamics ofpair uorh
In a longitudinal study with adult ESL learners in an Australian universiry
Neomy Storch (2002) observed the patterns of interaction between 10 pairs
of students completing different tasks over one semester. She identified four
distinct patterns of interaction: 'collaborative' interaction consisted of two
learners fully engaged with each other's ideas; 'dominant-dominant' inter-
action was characterized by an unwillingness on the part of either learner
to engage and/or agree with the othert contributions; 'dominant-passive'
consisted of one learner who was authoritarian and another who was willing
to yield to the other speaker; and 'expert-novice' interaction consisted of
one learner who was stronger than the other but actively encouraged and
supported the other in carrying out the task. To investigate whether the four
rypes of interaction led to differences in learning outcomes, Storch iden-
tified learning events that occurred during the interactions (for example,
learning that the definite article is used with the names of some countries).
Then she looked at whether that language knowledge was maintained in
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the use of conditional clauses such as 'If people didnt leave water running
while brushing their teeth, they would save an estimated 5-10 gallons each

time' (p. 213).Learners were audio-recorded as they discussed the environ-
mental problems.

The recorded conversations were examined to see the extent to which stu-
dents used interactional features that are believed to facilitate second language

learning, for example, negative feedback (i.e. clarification requests, explicit
correction, and recasts) and modified output (i.e. a learnert more accurarcl

complex reformulation ofhis or her previous utterance). Learners were tested

on their abiliry to produce conditional clauses in a pre-test, an immediate
post-test, and a delayed post-test.

McDonough found that learners who had used more negative feedback and

modified output in their interactions significantly improved in the accu-

racy of their conditional clauses. Those who made less use of these features

did not. McDonough also explored opinions about the usefulness of pair
work and small-group activities, asking whether such activities contributed
to learning. She found that the students did not perceive pair- and grouP-

activities as useful for learning English. This was true both for students who
seemed to have made effective use of the interaction for learning and those

who had not. The fact that learners were sceptical of the benefits of group-
and pair-work activities suggests a need to take account of learners' beliefs

about learning (see Chapter 3) and to share with them our reasons for using

these activities.

Interpreting the research

Research based on the interaction hypothesis has investigated factors that
contribute to the quality and quantity of interactions between second

language learners. It has provided some useful information for teaching.

Certainly, the studies by Long and Porter, Yule and Macdonald, and Storch

contribute to a better understanding of how to organize group and pair work
more effectively in the classroom. The Mackey and McDonough studies are

two examples of research that have measured second language development

in relation to different aspects of conversational interaction. Mackey's study

used one-on-one pair-work activities between trained native speakers and

non-native speakers focusing on a single grammatical feature in a laboratory
context. Thus it is difficult to relate the findings to the kind of interactions

that take place in classrooms. The McDonough study helps to fill this gap

because it is a classroom study that also demonstrates the benefits of interac-

tion on second language learning over time.

Recentl¡ a number of laboratory studies have also examined the effects ofl

different interactional features on specific aspects ofsecond language learn-i

ing over time. Several studies have shown that implicit corrective feedbackl
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In recent years, researchers have sought to examine this assumption more
critically.

Study 26: French immersionprograrnrnes in Canada
Research in Canadian French immersion programmes is often cited in
support of the'Get rwo for one' proposal. Most immersion programmes are
offered in primary and secondary schools, but some universities also offer
content-based instruction that expands opportunities for students to use

their second language in cognitively challenging and informative courses.
tü/hat have the studies shown?

In terms of populariry and longeviry French immersion has been a grear
success. Thousands of English-speaking Canadian families have chosen this
option since its first implementation in the 1960s (Lambert and Tucker
1972), both in areas where French is spoken in the wider communiry and in
those where French is rarely heard outside the classroom. Numerous studies
have shown that French immersion students develop fluenc¡ high levels of
listening comprehension, and confidence in using their second language.
They also maintain a level of success in their academic subjects that is com-
parable to that of their peers whose education has been in English (Genesee

1987). Over the years, however, educators and researchers began ro express
concern about students' failure to achieve high levels ofperformance in some
aspects of French grammar, even after several years of full-day exposure to the
second language in these programmes.

Some researchers argue that the difficulry French immersion learners experi-
ence in their L2 production shows that comprehensible input is not enough
(Harley and Swain l9B4). They claim that the learners engage in too little
language production because the classes are largely teacher-centred. Students
are observed to speak relatively little and rarely required to give extended
answers. This permits them to operate successfully with their incomplete
knowledge of the language because they are rarely pushed to be more precise
or more accurate. tü/hen students do speak, communication is usually sat-

isfactory in spite of numerous errors in their speech because the learners'
interlanguages are infuenced by the same first language, the same learning
environment, and the same limited contact with the target language outside
the classroom. Teachers also tend to understand students' interlanguage, so

there is rarely aneed to negotiate for meaning. Such successful communica-
tion makes it difficult for an individual learner to work out how his or her use

ofthe language differs from the target language.

Another explanation for students' lack of progress on certain language fea-
tures is their rarity in French immersion instruction. For example, Merrill
Swain (1988) observed that even history lessons, where past tense verbs
might be expected to occur, were often delivered in the 'historical present'
(for example, 'The ships go down to the Caribbean; they pick up sugar and



stxel eql pEeJ ol aruoo stuapnts euJrl aql lq ter{t os rq8ner-ard l¡¡enuassa are

laqr 'parelsueJl tou eJp slxel aqr, elrq,tr'regt pa,uasgo uosugof 'uorsuaqard
-uor rrer{l tsrsst ol asaurr{J ur stJeql pue satou f.reruaua¡ddns qlr,l.r. stuapnts
peprr\ord pue (serJpuonf,rp 

lEn8urllg Jo asn arp pa8eJno3ua 'JEruruErS aqr

pegllduls 'peo¡ ,{.re1nqe)o^ eqt parnpeJ 13 rT 'stxet puaqarduof, stuapn}s
d¡ag or sar8ale.ns 3o lrarrr,r e palo¡dua s.raqf,Eat 'srgt roj aresuaduoo o¿
'gsll8uE ur sllDls lcerarrl fue tnoqrr.u looqrs lrepuo:as jo ,reaf rsrg er{r or
eruef, sluepnrs lue14¡ 'slez'r ¡etululru ur lluo qsrlSug ur rarpo r{f,Ea qtr^\ pue
reqf,Eot eqt qtr^\ pelrtrelur sluepnls reqt pue sraqf,EelJo qraads eqt ur pereu
-ruoperd xrry puc JSaurqC ter{r pal"J^eJ serpnls uJooJSSEIf IEuonE^JasqO

'(asaurg3 pur qsl¡8uEjo uorreurquor e)

(xrry, pue 'eseurr{J 'qslSuE jo palsrsuof, leqt >llet Jer{feel se,/\l. uJar{rJo auo
'seruue¡8o¡d uors¡au¡rul qsrpug aseqt ur ssa¡8o¡d cnsrn8url arenbape aleru
ol sreureel Jo lllrgrur eqr ot petngrrtuor sJnor^Er{eg crSo8epad lera^as teql
pan8re a¡1 lcuarcgord qsrpuE u,,'to Jrer{t ur suonelruIllJo asneleq tueluoo
agt Surra,rrlap lla,rrrrage ur sauprll¡p (sreqreet pa^rasgo osle eH d¡nyssac

-f,ns runln3u.rnr ¡a,ra¡,fiePuof,as aqr 
^\olloJ 

01 PePeeu fruarcyo.rd gsr¡8ug aqr

pe>ptl sluepnts ter{t patou eH 'seuur€r8ord qcns roJ spuptuep aqt taeru ol
uarsls Fuonernpe agrSo lrr¡q¿ ar{r rnoqe sureruor pasrer (¿661) uosuqof
qrra¡ 's¡ooqcs frepuoras 8uo¡ 3uo¡1 ur sesselr uorsreururr qsr¡3ug arrl
ur sJnorlerleq Sulu.ree¡ pue Surgoeal uo r{fJ¿asal er{t Jo atuos Sulr'terlal uI

'usr¡en8urlrq qsrlSuE

-eseurr{J Jo 1a,o1 g8¡q e Sululrtureu jo po8 s lueururelo8 SuqE 3uo¡1 et¡r

rllr^\ luJlsrsuor Suraq se uaas osle eJa,,'r laql 'lrrunuruoo I¿uorlEuJatur eql
ul l¡eclruapele pue l¡euorssa3ord paacrns ol ueJpl¡{f, rrarp patur,l.r or{,l.r

slua¡ed asaurr{J qrrr'r re¡ndod a¡artl. saruue¡8o¡d uorsJeuruJl qsr¡8ug are¡

asaql '(91-¿ saperS) Iooqrs l.repuocas re qsr¡8ug ur pue (9-1 saperS)

Iooqrs .&eul¡d ur aseuolue3 ur perpnrs stuepnrs 3o lruofeur aqr qlrqr'r ur

auo or asauotue3 ur ro gsr¡8uE ur lla,rtsn¡cxe JeIpIe palpnts sluapnrs qllq¡a
ur euo ruo5 peloru 8uo¡ 3uo¡1 ul ruatsfs puonernpe eqt s096I aqr uI

Suoy 3uo17 ut ssa"qs n?un uorsrautu? awT :/e t?us

'(lesodo.rd ,pue aql ur rq8lr tl ta3, aqr aas) sarnlraJ

a8en8ue¡ re¡nrnred uo uonf,nJlsu pasn)oJ-ruroJ ruorj rgaueq plp srau#el

'serpn¡s ¡etuarulradxa euros u1 'a8enSue¡ ar{lJo seJnlea3 :rreru8e.rd Sulpn¡cur

'ruro; aBenBuEI uo pesnroJ terp uononrrsur lg patuaua¡druor eg ol papeau
uonf,nJtsur Jeuerrr rralqns reqr parsaSSns se,l\ rr 'l¡8utsea.rru1 'a8e arues agr jo
sraleads alrleu Suoru¿ uonfeJaturJo prldÁ Jq plno,/v\ reqr sa¡lrs gceads agr

ol ssaof,E eAEr{ tou plp a8en8uel aqr ol a¡nsodxa ruooJsstlf, l¡uo rplm sJaurcal

reqr parou (566ü ul" \S IIuraW puE euorel euIEI[ d¡erurdordde tI asn tou
plp sluepnrs (uononJlsur uorsJauul Jo s¡eaf JaUE ua^a teqr sasself ut ,(1art.t

os pesn se,&\ pnpr^rpur uE ssaJppt l¡arr¡od or snoa unouo¡d uos¡ad puores aql

Jo asn aql reqt punoJ Oeeü rars/1fo¿ '(,"' pue¡8ug or >prq rr aler laqr

ruoo¿sspp at¡t ut Sututaal a&an&ury puocag 8.Lt



t74 Second knguage learning in the chssroom

for themselves the more able students at least are sufficiently familiar with
the content to be able to deal with them' (p.177).Although these strategies
helped students understand the content, they may not have helped them
learn to use the syntactic and discourse structures in the second language to
establish form-meaning relationships. Therefore it is not surprising that the
standards of reading in English at age 15 were reported to be significantly
lower than those for Chinese. At the same time, however, the educational
outcomes for Hong Kong students in content subjects continued to be high,
comparable to, and in some areas superior to, achievements in other devel-
oped countries. In addition, the levels of Chinese Ll reading proficiency
remained high.

In spite of professional development efforts to help teachers achieve the dual
goals of language and content instruction, Philip Hoare and Stella Kong
(2008) find that many teachers in the Hong Kong immersion programmes
continue to have difficulty implementing immersion pedagogy. They attrib-
ute this in part to the pressure teachers feel in a society where performance
on examinations is paramount. To ensure that their students do well on the
content exams, teachers often feel that they must teach in Chinese or in a

simplified English that does not give students access to the language that is

appropriate for highJevel academic work.

Study 28: Dual immersion
In recent years, legislation has limited the availabiliry of bilingual education
for most minoriry language students in the United States. In most states,

English language learners' education must take place entirely in English, or
with only minimal support for learning through their first language. As we
saw in Chapter 1, the result ofthis approach is often subtractive bilingualism.
Children gradually lose their first language or fail to develop it for academic
purposes. In addition, they often fall behind in their academic work because

they do not yet have the English language skills needed for dealing with the
gradeJevel subject matter.

Some jurisdictions allow 'dual immersion' as an exception to the strict
enforcement of instruction through English only. In dual immersion, minor-
iry language students learn English in classrooms where English-speaking
children also learn the minority language students' home language. Patsy

Lightbown (2007) observed classroom interaction and learning outcomes
in a school where an equal number of native English- and native Spanish-
speaking students shared the classrooms. Starting in kindergarten, half their
instruction was delivered in English by an English native speaker and half in
Spanish by a native speaker of that language. Teachers coordinated closely
to ensure that the subject matter instruction in the two languages was com-
plementary rather than redundant. Students' performat.. ot a variety of
measures administered through Grade 3 showed that the programme was
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very hard to help students understand a text on beluga whales. He did this
in many ways-by paraphrasing, repeating, simplifying, checking for com-
prehension, gestures, etc. Despite his efforts it was clear that most students
understood very little of the text. In their French language classes, these same
students also lacked the terminology they needed to talk about grammatical
gender in relation to adjective agreemenr.

lVhen the students' performance on a wide range of measures was examined
to assess their knowledge of French (for example, vocabulary recognition,
reading comprehension, writing), it was evident that the students áid rrot
have the French language skills they needed ro cope with the demands of
typical secondary-level instruction. Furthermore, even though many of the
students were able to speak French informally outside class, their oral abili-
ties were limited when they had to discuss more complex academic subject
matter. As we saw in Chapter 1, teachers are sometimes misled by students'
ability to use the language in informal settings, concluding that their aca-
demic difficulties could not be due to language problems.

The students' lack of age-appropriate academic French is a serious problem.
Solving it will involve complex educational, social, and cultural questions.
One pedagogical element that might contribute to a solution is a better
balance between language and subject matter instruction, focusing on the
language that the students need to succeed in school. Another possibiliry is
that further development of the learners' Ll literacy would better prepare
them for second language and subject matter learning. There is another good
reason to support students' development of Inuktitut. There are increasing
concerns that Inuktitut will be lost as future generations shift to English or
French as their preferred language. An educational system that encourages
the development of both first and second languages may ensure the survival
of this heritage language (Thylor, Caron, and McAlpine 2000).

Interpreting the research

Content-based language teaching has many advantages. In general, it
increases the amount of time for learners to be exposed to the new language.
It creates a genuine need to communicate, motivating students to acquire
language in order to undersrand the content. For older students, there is the
advantage of contenr that is cognitively challenging and interesting in a way
that is often missing in foreign language insrruction, especiallywhere lessons
are designed around particular grammatical forms.

Nevertheless, there are also some problems with content-based instruction.
Our research with Inuit children adds further evidence to Jim Cummins'
(1984) claim that students need 5-7 years before their abiliry to use rhe
language for cognitively challenging academic material has reached an age-
appropriate level. For students from disadvantaged minority groups, this
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and the qualiry of instruction, including how learners' identities and cultures
are acknowledged in the classroom.

In Example 6 below, we see a teacher trying to help students with the word
order of questions. The students seem to know what the teacher means, but
the level oflanguage the teacher is offering them is beyond their current stage
of development. Students are asking Stage 3 questions, which the teacher
recasts as Stage 5 questions. The students reacr by simply answering the ques-
tion or accepting the teacher's formulation.

Exarnple 6
Students in an intensive ESL class (1l-I2-year-old French speakers) inter-
viewing a student who had been in the same class in a previous year (see

Classroom B in Chapter 5).

s1 Myléne, where you put your'Kid of the \Weeli poster?
r tVhere did you put your poster when you gor it?
s2 In my room.

(Two minutes later)

s3 Beatrice, where you put your 'Kid of the \7eeli poster?
r \[here did you put your poster?
s4 My poster was on my wall and it fell down.

In Example 7 , the student is using the 'fronting' strategy that is rypical of
Stage 3 questions. The teacher's corrective feedback leads the student to
imitate a Stage 4 question.

Exampb 7
(The same group of students engaged in'Famous person'interviews.)

sr Isyourmotherplaypiano?
T 'Is your mother play piano?' OK.'Well, can you say'Is your mother

play piano?' or'Is your mother a piano player?'
s r 'Is your mother a piano player?'
sz No.

In Example 8, the teacher draws the studentt attention to the error and also

provides the correct Stage 4 question. This time, however, the feedback is not
followed by an imitation or a reformulation of the question, but simply by
an answer.
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Study 31: Readies, unreadies, and recasts

Alison Mackey and Jenefer Philp (1998) investigated whether adult ESL

learners who were at different stages in their acquisition of questions could
advance in their production of these forms if they received implicit nega-

tive feedback (i.e. recasts) in conversational interaction. fu described in
Chapter 5, recasts are paraphrases of a learner's incorrect utterance that
involve replacing one or more of the incorrect components with a correct

form while maintaining a focus on meaning. The researchers were interested

in discoveringwhether adult learners who received modified interaction with
recasts were able to advance in their production ofquestion forms more than

learners who received modified interaction without recasts. Furthermore,
they wanted to explore whether learners who were at more advanced stages

of question development ('readies') would benefit more from interaction
with recasts than learners at less advanced stages of question development
('unreadies'). The results revealed that the'readies' in the interaction plus

recasts group improved more than the 'readies' in the interaction without
recasts group. However, the 'unreadies'who were exposed to recasts did not
show more rapid improvement than those who were not exposed to recasts.

Study 32: Deuelopmental stage andfirst l"anguage influence
Nina Spada and Patsy Lightbown (1999) have also investigated the acqui-

sition of questions in relation to learners' developmental 'readiness'.

French-speaking students (aged ll_12) in intensive ESL classes received

high-frequency exposure to question forms that were one or two stages

beyond their developmental level. Learners who were judged on oral pre-

tests to be at Stage 2 or 3 were given high frequency exposure to Stage 4 and

5 questions in the instructional input.

The materials that contained the more advanced question forms were

designed ro engage the learners mainly in comprehension practice. There was

no student production and thus no corrective feedback, nor was there any

explicit instruction on question formation. The researchers wanted to know

whether Stage 3 learners (i.e. those considered to be developmentally'ready')
would benefit more from the high-frequency exposure to Stage 4 and 5 ques-

tions than the Stage 2 learners, who were not yet developmentally'ready'.

Learners'performance on an oral post-test measure indicated no advantage for

the Stage 3 learners. In fact, there was little progress for either group. However,

on a task that required learners to judge the grammaticaliry of written ques-

tions there was evidence that all students had some knowledge of Stage 4 and

5 questions. A more detailed examination of the learners' performance on this

task showed that students tended to accept Stage 4 and 5 questions when the

subject ofthe sentence was a pronoun (for example, 'Are you a good student?' or
''When are you going to eat breakfast?'). \W4ren the subject of the sentence was

a noun, however, there was a tendenry for students to reject higher stage ques-

tions (for example, Are the students watching TV?' or 'V/hat is your brother
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At first glance, this research seems to contradict Pienemannt claim that
learners should be taught what is 'next'. However, it is also possible that
the developmental paths of different linguistic features are based on differ-
ent sorts of processing abilities. For example, Catherine Doughty (1991)

suggested that once learners have learned to use relative clauses in one posi-
tion (usually the subject position), there is no constraint on their abiliry to
learn the others. \X/hat all the studies of relative clause teaching and learning
have in common is that learners acquire the relative clauses in an order very
similar to the accessibility hierarchy. That is, whether or not they learn what
is taught, they make progress by learning subject, then direct object, then
indirect object, and so on.

The 'Teach what is teachable' position is of great potential interest to syl-

labus planners as well as teachers. However, it must be emphasized that a
description of a learnert developmental path is not in itself a template for a

syllabus. There are numerous practical reasons for this, not least the fact that
only a small number of language features have been described in terms of a
developmental sequence. \,X/hile Pienemannt work on processabiliry theory
(see Chapter 4) provides insights into the principles that may make some

features more difficult than others, those principles are not easily translated
into instructional sequences.

As Patsy Lightbown (1993) has suggested, the 'Teach what is teachable'

research is important primarily for helping teachers understand why stu-

dents dont always learn what they are taught-at least not immediately.

The research also shows that instruction on language that is 'too advanced'

may still be helpful by providing learners with samples of language that they
will be able to incorporate into their interlanguage when the time is right.
However, many other factors need to be taken into consideration in choosing

language features to focus on. \We will return to this point after we discuss the

final proposal for language teaching, 'Get it right in the end.'

6 Get it right in the end
Proponents of the'Get it right in the end'proposal recognize an important
role for form-focused instruction, but they do not assume that everything
has to be taught. Like advocates of the'Lett talk', 'Two for one', and the'Just
listen ... and read' positions, they have concluded that many language fea.

tures-from pronunciation to vocabulary and grammar-will be acquired

naturally iflearners have adequate exposure to the language and a motivation
to learn. Thus, while they view comprehension-based, content-based, task-

based, or other types of essentially meaning-focused instruction as crucial
for language learning, they hypothesize that learners will do better if they
also have access to some form-focused instruction. They argue that learners

will benefit in terms of both efficiency of their learning and the level of pro-
ficienry they will eventually reach.
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approach look for the right moment to creare increased awareness on rhe
part of the learner-ideall¡ ar a rime when the learner is motivated to say
something and wants to say it as clearly and correctly as possible.

Examplc 11
(The students are practising following instructions; one student instrucrs,
the others colour.)

sl Make her shoes brown.
T Now, her shoes. Are those Momt shoes or Dadt shoes?

s2 Momt.
r Mom's. How do you know itt Mom's?
s I Because it's her shoes.

As we saw in Chapter 4, French-speaking learners of English have difficulry
with'his' and'her' because French possessives use rhe grammatical gender of
the object possessed rather than the natural gender ofthe possessor in select-
ing the appropriate possessive form. The teacher is aware ofthis and-brief¡
without interrupting the activity-helps the learners notice the correct form.

Example 12
(The students are playing'hide and seek'with a doll in a doll's house, asking
questions until they find out where 'George' is hiding. Although a model for
correct questions has been written on the board, the game becomes quite
lively and students spontaneously ask questions that reflect their interlan-
guage stage.)

s 1 Is George is in the living room?
r You said 'is' tvvo times, dear. Listen to you-you said'Is George is

in?' Look on the board. 'Is George in the' and then you say the name
of the room.

s 1 Is George in the living room?
r Yeah.

s1 I win!

Note that the teacher's brief intervention does not distract the student from
his pleasure in the game, demonstrating that focus on form does not haye ro
interfere with genuine interaction.

Proponents of 'Get it right in the end' argue that it is sometimes necessary

to draw learners' attention to their errors and to focus on certain linguistic
(vocabulary or grammar) points. However, it is different from the 'Get it
right from the beginning' proposal in acknowledging that it is appropriate
for learners to engage in meaningful language use from the very beginning of
their exposure to the second language. They assume that much of language
acquisition will develop naturally out of such language use, without formal
instruction that focuses on the language itself.
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(immediately following instruction and six weeks later). In the follow-up
tests a year late¡ however, the gains made by the learners who had received
the adverb instrucrion had disappeared and their performance on this struc-
ture was like that of uninstructed learners (\íhite 1991).

In the question study the instructed group also made significantly greater
gains than the uninstructed group on the written tasks immediately follow-
ing instruction. Furthermore, they maintained their level of knowledge on
later testing (six weeks and six months after instruction). The instruction also
contributed to improvement in oral performance that was sustained over
time (\Vhite, Spada, Lightbown, and Ranta 199I).

The difference in long-term effects of the two studies may be due to a differ-
ence in the availabiliry of the target forms in the classroom input to which
learners were exposed. Analysis oT.lasrroo- language rho*.ithat adverbs
were extremely rare in classroom speech, giving learners little opportunity
to maintain their newly-acquired knowledge through conrinued exposure
and use. In contrast, there were hundreds of opportunities to hear and use

questions every day in the classroom. Once learners had been given some
focused instruction, it seems they were able to continue to advance in their
knowledge and use of questions (Spada and Lightbown 1993).

In several of the studies carried out in intensive ESL programmes, there is

evidence of the strong influence of the learner's first language on their second
language development. In Study 32, we described the tendenry of intensive
ESL learners to reject inversion in questions when the subject is a noun but to
accept inversion when the subject is a pronoun, consistent with their first lan-
guage. The infuence of the learners' first language in their acquisition of the
possessive determiners 'his' and'her'was observed with this group of learners
(see Chapter 2 and Study 1B). This led to the question of whether form-
focused instruction that includes explicit contrastive information about how
the first and second language differ would help in their development of ques-
tion formation and possessive determiners. In a study to explore this, learners
who received instruction on possessive determiners improved more in their
knowledge and use of this feature than did learners who received instruction
on question forms. This finding appeared to be related to differences between
the form-meaning connections of these two features. That is, a misused pos-
sessive determiner ('Het going home with her mother') is more likely to lead
to a communication breakdown than an ill-formed question (for example,
'V{here he's going?'). Results like these point to the importance of consider-
ing how instruction may affect language features in different ways (Spada,
Lightbown, and \ü/hite 2005 ; \Vhite 2008).

As we saw in the discussion of the 'Get two for one' proposal, there is
growing evidence that learners in content-based programmes such as French
immersion need more opportunities to focus on form and receive corrective
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in using sociolinguistically appropriate forms. On the immediate post-test,
learners in the experimental classes performed significantly befter than learn-

ers in the comparison classes on both written and oral production tasks and
the multiple-choice test, and these benefits were maintained when learners

were tested a month later.

Study 36: Focusing on aerbforms in content-based science clnssrooms
Catherine Doughty and Elizabeth Varela (1998) carried out a study with a

group of ESL learners in their science classes. One class of middle-school stu-
dents ( 1 I-I4 years old) from a variety offirst language backgrounds received

corrective feedback on past tense and conditional verb forms in English.
For several weeks, while students were engaged in oral and written work
related to a series of science reports, the teacher provided corrective feed-

back on their errors in past tense and conditional forms-both explicitly and
implicitly. Students' ability to use these forms was assessed before and after

the experimental period and again two months later. Their performance was

compared to that of a group of students who were in another science class

doing the same science reports but who did not receive correctiye feedback

on the verb forms.

Students who received the corrective feedback made more Progress in using

past and conditional forms than the comparison group both immediately
after the period of focused feedback and two months later. Their progress

was assessed in terms of both increased accuracy and the presence of inter-
language forms that showed students were doing more than repeating forms

they had heard.

Study 37: Recasts andprornpts in French immersion classrooms

In Chapter 5, we saw some of Roy Lyster's descriptive research on the dif-
ferent types ofcorrective feedback provided by teachers in Canadian French

immersion programmes and learners' immediate responses (uptake) to that
feedback. More recentl¡ Lyster (2004) explored the effects of form-focused

instruction and feedback typ. on second language learning in an experimen-

tal study with Grade 5 students in French immersion classes. There were

three experimental groups and a comparison group. The experimental groups

received approximately nine hours of explicit instruction over a five-week

period, during which their attention was drawn to grammatical gender and

the fact that word endings can give a clue to grammatical gender in French
(see Study 34). Students in two of the experimental groups also received cor-

rective feedback in the form of either recasts or prompts when they produced

errors in grammatical gender. These feedback rypes differ in that recasts

provide learners with the correct model, whereas prompts signal the need

for a correction and require the student to produce the target form through

clarification requests, elicitation, and metalinguistic clues (see Chapter 5

for definitions and examples of these different rypes of feedback). The third
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learners to engage in collaborative talk on the language features in question
led them to a greater understanding oftheir correcr use.

Study 39: Focus onform in tash-based instruction
In a descriptive study investigating the importance of the teacher's role in
task-based instruction, Virginia Samuda (2001) explored ways of guiding
adult ESL learners' attention to form-meaning relationships by focusing on
expressions of possibiliry and probabiliry (for example, 'mighr', 'could', 'irt
possible'). In a task design that took learners through a'meaning to form to
meaning progression', learners were first asked to work in groups to speculate
on the identity of an unknown person (for example, age, gender, occupation)
by looking at a set of objects thought to have come from that persont pocket.
In carrying out this task, learners were observed to produce expressions of
probabiliry and possibiliry such as 'It's possible that he smokes' and 'maybe
it's a girl', but few instances of modal auxiliaries (for example, 'must', '-"y')
were used.

In the second phase ofthe task, the students were asked to come rogether as a

whole group to tell each other what they had decided. During this phase, the
teacher acted as a co-communicator and maintained the focus on meaning
but gradually shifted to form by using the language that the learners had
produced on their own and providing them with alternative ways of express-

ing uncertainry. Initiall¡ this was done implicitly. For example if a learner
said something like ''We think uh 50 per cenr he smokes', the teacher said
'So you're not certain that he smokes?' After each group had presented, the
teacher provided a more explicit focus. She drew the learners' attention to
other ways of expressing possibiliry and probabiliry by overtly talking about
language form as shown in the excerpt below (p. 131).

sr Businessman
r Businessman ninety? OK So you're 90 per cent certain he's a

businessman, right? Heret another way to say this. You think itt 90
per cent certain, so you think he must be a businessman. He must be
a businessman (writes it on the board). So this (points to 'must be' on
board) is showing how certain how sure you are. Not 100 per cent,
but almost 100 per cent. 90 per cent.

In the final stage of the task, the students prepared and presented a poster
based on their conclusions about the identity of the unknown person to
the whole class. During this time, the teacher responded to the content and
not the form of their work. 'When the researcher examined the differences
between expressions of probabiliry and possibility that the students used in
the first stage of this task and compared it with the final stage, there was evi-
dence of improvement in that many more instances of modal auxiliaries were
present in the learners' speech.
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that in some cases,an activity is compatible with more than one teaching
proposal. For example, if the sentences in the'Fill in the blanks' activity came
from an earlier draft of a letter written for a communicative activity, it might
be consistent with the'Get it right in the end' proposal because it integrates
attention to language form in a meaning-based activity.

I Role-play a conversation between a travel agent and a tour¡st.

2 Memorize a dialogue about buying airline tickets.

3 Underline the past tense verbs while reading a story.

4 Arrange illustrations in the correct sequence after listening to a story.

5 Work with a partner to write a story based on a cartoon strip.

ó Rearrange a set of scrambled words to form correct questions.

7 Debate or discuss a topic that was featured in a newspaper article.

8 Watch an episode of Sesome Street.

9 Demonstrate and describe the steps in a science experiment.

| 0 lnterview a mystery guest and try to discover his or her occupation.

I I Play a game of 'Simon Says'.

l2 Work in small groups to choose the ideal candidate for a job.

Interpreting the research

The overall results of the studies described above provide support for the
hypothesis that form-focused instruction and corrective feedback can help
learners improve their knowledge and use of particular grammatical features.
There is also compelling evidence that more explicit attention to form is par-
ticularly useful within communicative and content-based second and foreign
language programmes. This has been confirmed in reviews and meta-analy-
ses of many studies that have investigated the contribution of form-focused
instruction to L2 learning (Norris and Ortega 2000; Spada 2011). Some
results also show, however, that the effects of instruction are not always

long-lasting. This may be related to whether there is continued exposure ro
a linguistic feature in the regular classroom input after the experimental treat-
ment ends.

-We have also seen that form-focused instruction may be more effective with
some language features than with others. For example, the successful learn-
ing of the tuluous distinction in Lyster's (1994) study could be due to the
fact that learning tu and uous is essentially a matter of learning two impor-
tant vocabulary items and thus may have been less difficult to learn than
syntactic features that affect meaning in less obvious ways. In the intensive
ESL research, learners may have been more successful after instruction on
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until valid and reliable tests of both implicit and explicit knowledge are used
in a larger number of studies (Ellis et al. 2009).

Similar issues have been raised about research on corrective feedback but the
central focus of this work has been on investigating whether certain types of
corrective feedback are more effective than others. The results from Lystert
study in French immersion programmes suggests that learners benefit more
from feedback that pushes them to self-correct (i.e. prompts) than from feed-
back that provides the correct form (i.e. recasts). Research in other contexrs,
however, has produced different results. For example, the majority oflabora-
tory studies ofcorrectiye feedback report benefits for recasts over other types
of corrective feedback including prompts (Mackey and Goo 2007). These

conficting findings are likely related to differences in conrext-the labora-
tory is a more controlled environment than the classroom, where there are

competing demands on learners' attention. As a result, learners may notice
certain rypes of feedback in the one-on-one laboratory interactions more
than they do in the classroom in communicative or content-based classes,

where the primary focus is on meaning.

As discussed in Chapter 5, the specific pedagogicalactiviq, in which correc-
tive feedback is provided also plays an important role in terms of whether
learners recognizeit as corrective feedback. The timing ofcorrective feedback
may also be importantinL2learning. To date little research has explored
whether it is preferable, for example, to provide feedback during or after
communicative practice. One study of this issue was carried out by James
Hunter (2012). He investigated the effectiveness of feedback that the teacher

provided afier students had participated in student-led conversations. His
findings show that such an approach can result in a higher proportion of
repair than feedback provided in whole-class teacher-led activities.

Recently there have been a number of meta-analyses of studies investigat-
ing the effectiveness of L2 corrective feedback on L2 oral production. The
results are mixed, with some reporting benefits for recasts over other rypes of
feedback (Li 2010) and others reporting advantages for prompts over recasts
(Lyster and Saito 20 1 0). Until there is greater consensus on the contributions
of different types of corrective feedback on L2learning, a prudent approach
would be to provide learners with a variety of different rypes of correctiye
feedback and to keep in mind the counterbalance hypothesis presented in
Chapter 5, which suggests that more explicit corrective feedback may be

effective in contexts where the learners' attention is focused on meaning/
conrent while implicit feedback may be sufficient to attract learners' atten-
tion in contexts where the focus of instruction is typically on language form.
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interpret it as a continuation of the conversation rather than focus on form.
Thus, programmes based on the'Let's talk' approach are incomplete on their
own, and learners' gains in confidence and conversational skills may not be
matched by their development of more accurate and complex language.

It is important to emphasize that the evidence to support a role for form-
focused instruction and corrective feedback does not suggest a return to the
'Get it right from the beginning' approach. Research has shown that learn-
ers do benefit considerably from communicative interaction and instruction
that is meaning-based. The results of research in French immersion, other
content-based language teaching, and communicative ESL are strong
indicators that learners develop higher levels of fluency through primarily
meaning-based instrucdon than through rigidly grammar-based instruction.
The problem is that certain aspects oflinguistic knowledge and performance
are not fully developed in such programmes.

Research investigating the 'Teach what is teachable' proposal is not yet at a
point where it is possible to say to teachers: 'Here is a list of linguistic features

and the order in which they will be acquired. You should teach them in this
order'. The number of features that researchers have investigated in experi-
mental studies within this framework is far too small. On the other hand,
there has been no strong evidence that teaching according to the develop-
mental sequences is necessary or even desirable or that it will improve the
long-term results in language learning. \Vhat is mostvaluable about this pro-
posal is that it serves to help teachers set realistic expectations about the ways

in which learners' interlanguage may change in response to instruction. The
implications of 'Teach what is teachable' may be seen primarily in the fact
that genuine progress in second language development must be measured

in ways that include, but are not limited to, increased accvfacy in language

production.

According to the 'Get it right in the end' proposal, classroom activities
should be built primarily on creating opportunities for students to express

and understand meaningful language. However, this proposal is based on the
hypothesis that form-focused instruction and corrective feedback are also

essential for learners' continued growth and development. The challenge is
to find the balance between meaning-based and form-focused activities. The
right balance is likely to be different according to the characteristics of the
learners. The learners' age, metalinguistic sophistication, prior educational
experiences, motivation, and goals, as well as the similariry of the target lan-
guage to a language aheady known need to be taken into account when
decisions are made about the amount and type of form focus to offer.

Classroom data from a number of studies offer support for the view that
form-focused instruction and corrective feedback provided within the

context of communicative and content-based programmes are more effective
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Classroom-based research on second language learning and teaching has

given us partial answers to many questions. Through continuing research
and experience, researchers and teachers will fill in more details, always rec-
ognizing that no single answer will be adequate for all learning environments.
Among the questions we will continue to ask are these:

. How can classroom instruction provide the right balance of meaning-
based and form-focused instruction ?

. \Vhich features of language will respond best to form-focused instruc-
tion, and which will be acquired without explicit focus if learners have
adequate access to the language?

. \Vhich learners will respond well to metalinguistic information
and which will require some other way of focusing amention on
language form?

. tülhen is it best to draw learners' attention to form-before, after, or
during communicative practice?

. How should correctiye feedback on language form be offered?

. $lhen should learners be allowed to focus their attention on the content
oftheir utterances?

Continued classroom-centred research, including the action research by
teachers in their own classrooms, will provide further insights into these and
other important issues in second language teaching and learning.

Questions for reflection
I Keeping in mind that individual learner differences play an important role in

second language learning, do you think a particular learner profile might be

more compatible with one of the teaching proposals than another?

2 lf you were going to experiment with a new approach to teaching in your
classroom,which of the six proposals described in this chapter would you

choose?Why?

3 This chapter concludes with the suggestion that'Get it right in the end' is

the best approach.ls this consistent with your own views?Why/why notl
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and memorized sentences. They also identify patterns in the language and
extend them to new contexts.

Ifwe use a narrow definition of imitation (the immediate repetition of all or
part of another speakert utterance) we find that some children imitate a great
deal as they acquire their first language. Even these children, however, do not
imitate everything they hear. Instead, they selectively imitate certain words
or structures that they are in the process of learning. Furthermore, children
who do little overt imitation learn language as quickly and as well as those
who imitate more. Thus, this rype of imitation may be an individual learning
strategy but it is not a universal characteristic oflanguage learners.

Some second language learners also find it useful to imitate samples of the new
language. Classroom researchers have observed students who repeat what they
hear others sa¡ and some advanced learners who are determined to improve
their pronunciation find it helpful to spend time carefully listening to and imi-
tating language in a language laboratory or tutorial. However, for beginning
learners, the imitation and rote memorization that characterizes audiolingual
approaches to language teaching is not effective if learners do not also use the
sentences and phrases they are practicing in meaningful interaction. Learners
need to do more than recite bits of accurate language in drills and dialogues.

Nevertheless, recent findings from corpus linguistics have provided a new
appreciation for formulaic language use. \7e know from the discussion of
usage-based theories discussed in Chapter 4 that a great deal of natural lan-
guage use is predictable on the basis of the frequency with which words or
phrases occur together. Learners create strong associations between language

features that tend to occur together. Thus, language is partlylearned in chunks
larger than single words. However, this internalization of the input does not
depend on the learner's imitation of all or part of another persont utterance
in a rote-repetition fashion. it is the combined exposure to language features

in the input and their use in meaningful exchanges that leads to learning.

2 Parents usually correct young children when they make
grammatical errors

There is considerable variation in the extent to which parents correct their
childrent speech. The variation is based partly on the childrens age and
partly on the parents' social, linguistic, and educational background. \Mhen

children are very young, parents rarely comment on grammatical errors,

although they may correct lapses in politeness or the choice of a word that
doesnt make sense. As children reach school age, parents may correct the
kinds of non-standard speech that they hope their children will outgrow, for
example, 'Me and Fred are going outside now'.

Extensive observations of parents and children show that, as a rule, parents

tend to focus on meaning rather than form when they correct children's
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the new language, and what opportunities the learner has to use the language

outside the classroom.

Teachers have no influence over learners' intrinsic motivation for learning a
second language. Students come to classrooms from different backgrounds

and life experiences, all of which have contributed to their motivation to
learn and their attitudes toward the target language and the communitywith
which it is associated. The principal way that teachers can influence learners'

motivation is by making the classroom a supportive environment in which
students are stimulated, engaged in activities that are appropriate to their age,

interests, and cultural backgrounds, and, most importantl¡ where students

can experience success. This in turn can contribute to positive motivation,
leading to sdll greater success.

5 The earlier a second language is introduced in school

programmes, the greater the likelihood of success in learning

The decision aboutwhen to introduce second or foreign language instruction
must depend on the objectives of the language programme in the particular
social context of the school. tWhen the objective is native-like performance

in the second language, then it may be desirable to begin exposure to the

language as early as possible, as long as learners have extensive exposure to
and opportunities to use the second language in a variety of contexts. The

research evidence is fairly strong that those who begin second language learn-

ing at an early age are most likely to eventually be indistinguishable from
native speakers.

However, even in cases where native-like proficiency is targeted, it is impor-
tant to recognize certain disadvantages ofan early start for second language

learning. 'ülhen an early start means that children have little opportunity to

conrinue to develop their first language, the resulting subtractive bilingual-
ism may have lasting negative consequences.

For children from minoriry-language backgrounds, programmes promoting
the development of the first language both at home and at school may be

more important for long-term success in the second language than an early

start in the second language itself. Research shows that a good foundation in
the child's first language, including the development of literacy, is a sound

base to build on. Children who can begin their schooling in a language they

already knowwill have more self-confidence, will be able to learn more efFec-

tively in the early school years, and will not lose valuable time in a period of
limbo during which they struggle just to understand what is happening in
the classroom.

For many children, there is no opportuniry to have their early schooling in
their first language. They are members of small minority groups where it is

not practical for schools to offer them an educational Programme in their
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However, the first language is not the only infuence on second language

learning. Learners from different backgrounds often make the same kinds of
errors, and some of these errors are remarkably similar to those made by first
language learners. In such cases, secondJanguage errors are evidence ofthe
learners' efforts to discover the structure ofthe target language itselfrather
than attempts to transfer patterns from their first language.

7 the bestwayto learn newvocabularyis through reading

This statement is true but it does not tell the whole story. Children expand
their vocabulary dramatically during their school years, and reading is the
major source of this growth. Second language learners can also increase their
vocabulary knowledge through reading, but few second language learners

will read the amount oftarget language text that a child reads in the course of
more than a decade of schooling.

Research evidence suggests that second language learners benefit from oppor-
tunities to read material that is interesting and important to them. However,
those who also receive guidance from instruction and develop good strate-
gies for learning and remembering words will benefit more than those who
simply focus on getting the main ideas from a text. \What is perhaps most
striking in the research is the evidence that in order to successfully guess the
meanings of new words in a text, a reader usually needs to know more than
90 per cent of the words in that text.

8 It is essential for learners to be able to pronounce att the
indiüdual sounds in the second language

Research on pronunciation has shown that second language speakers' abiliry
to make themselves understood depends more on their abiliry to reproduce

the phrasing and stress patterns-the 'melody' of the language-than on
their abiliry to articulate each individual sound. Another important empha-
sis in current research is the undeniable fact that most languages of the world
are spoken in many different varieties. Thus, it no longer seems appropriate
to insist that learners be taught only one language variery or that only native

speakers ofa particular variety are the best teachers. Rather, learners need to
learn to understand and produce language varieties that will permit them to
engage in communicative interaction with the interlocutors they are most

likely to encounter.

9 Once learners know 1,000 words and the basic structure of a
second language, they can easily participate in conversations
with native speakers

It is true that most conversational language involves only a relatively limited
number of words and sentence types. However, learners will find it easier to
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to help them understand. The language used in modified interaction may
contain avariety of linguistic structures, some 'simple' and some 'complex'.
However, it also includes a range of adjustments that enable second language
learners to engage in interactions with native and more advanced speakers

of the second language more easily-more repetition, slower rate ofdeliver¡
paraphrasing, etc.

Teachers must also be aware, however, that some linguistic forms are so rare
in classroom language that learners have little opportunity to hear, use, and
learn them if the teacher does not make a point of providing them. These

are not necessarily difficult or complex forms. As we saw in Chapter 6, some
'simple' language forms turn out to be extremely rare in classroom language,
even in content-based instruction.

12 Learners' effors should be corrected as soon as they are made
in order to prevent the formation of bad habits

Errors are a natural part oflanguage learning. This is true ofthe development
of a child's first language as well as of second language learning by children
and adults. Errors refect the patterns of learners' developing interlanguage
systems-showing gaps in their knowledge, overgeneralization of a second
language rule, or an inappropriate transfer ofa first language pattern to the
second language.

Teachers have a responsibiliry to help learners do their best, and this includes
the provision of explicit, form-focused instruction and feedback on error.
-When errors are persistent, especially when they are shared by almost all stu-
dents in a class, it is important to bring the problem to their attention. This
does not mean that learners should be expected to adopt the correct form
or pattern immediately or consistently. If the error refects a developmental
stage, the instruction or feedback may be useful only when the learner is ready

for it. It may be necessary to repeat feedback on the same error many times.

Of course, excessive feedback on error can have a negative effect on motiva-
tion; teachers need to be sensitive to their students' reactions to correction.
The amount and rype of correction that is offered will also vary according to
the specific characteristics of the students, as well as their relationship with
the teacher and with each other. Children and adults with little education
in their first language will not benefit greatly from sophisticated metalin-
guistic explanations, but university students who are advanced learners of
the language may find such explanations of great value. Immediate reaction
to errors in an oral communication setting may embarrass some students
and discourage them from speaking while others welcome such correction
as exacdy what is needed to help them notice a persistent error at just the
moment when it occurs.
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errors. Nonetheless, tasks can be devised in such a way that learners working
together can discover not only how to express or interpret meaning but also
how to discover the correct patterns in the second language. In order for this
to happen, the tasks must be carefully planned to give learners access ro rhe
new language they need.

Group and pair work is a valuable addition to rhe variety of activities that
encourage and promote second language development. Used in combina-
tion with individual work and teacher-centred activities, it plays an essential
role in language teaching and learning.

15 Students learn what they are taught
Teachers know from experience that students dont learn ever¡.thing they are
taught! Fortunatel¡ learners also learn a grear deal that no one ever reaches

them. They are able to use their own internal learning abilities to discover many
ofthe patterns and associations that underlie the language they are learning. In
this sense, students learn much more than they are explicitly taught.

Some teaching methods rypically give learners the opportunity to learn only a

restricted number ofwords and sentence types. Even when the language teach-
ing method provides much richer language input, the fact that something
is taught or made available in the input does not mean learners will acquire
it right away. For example, some aspects of the second language emerge and
evolve according to developmental sequences, and learners may be more likely
to learn certain language features when they are developmentally ready. Thus,
attempts to teach aspects of language that are too far away from the learner's

current stage of development can be frustrating. Other language features, for
example, vocabulary can be taught at any time, as long as the learners are inter-
ested in the opportunity to learn and the teaching methods are appropriate to
the learner's age, interests, needs, experiences, and learning styles.

16 Teachers should respond to students' errors by correcdy
rephrasing what they have said rather than by explicidy
pointing out the error

This kind offeedback, referred to as 'recasts' has been found to be by far the
most common type offeedback in second language classrooms. This has been
shown to be true for learners at different ages and in different instructional
settings-from audiolingual to communicative and content-based instruc-
tion. A recast has the advantage of not interrupting the fow of interaction.
It is seen as indirect and polite, a way of giving students the information they
need without embarrassing them.

Research in classes with a general focus on grammar and accurate language

use shows that learners are responsive to this kind of feedback. Research in
which learners interact individually with interlocutors has also shown that
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2t2 Popular ideas about knguage learning reuisited

and task-based instruction start from the principle that we learn language
by using it to achieve a goal, for example, understanding a stor¡ making
a medical appointment, writing a science report, or joining the fun on the
playground. \lith this in mind, classroom activities are designed to prepare
students to continue learning outside the classroom, by giving them experi-
ence in language uses that are like those they will encounter there.

As we saw in Chapter 6, some theorists argue that second language instruction
can only lead to knowledge aboutlanguage (explicit knowledge) and question
whether instruction can lead to the ability to use the language spontaneously
and fluently (implicit knowledge) in a wide range of communicative contexts.
Contemporary approaches to L2 instruction target the development of both

rypes of L2 abiliry by ensuring that students use the language in meaningful
interaction inside the classroom and that they learn effective strategies for using
the language outside the classroom when they have opportunities to do so.

AcTlvlTY Support your op¡n¡on

Choose two or three of the'popular ideas' that you find especially important.
For each of these, identify and discuss how one or more of the research

studies you have read about in this book has strengthened your agreement/
disagreement with the statement or has led you to change your views.

Conclusion
Knowing more about second language acquisition research will not tell you
what to do in your classroom tomorrow morning. tü/e hope, however, that
this book has provided you with information that encourages you to refect
on your experience in teaching.'We hope, in addition, that this refection will
contribute to a better understanding ofyour responsibilities as a teacher and
your students' abilities and responsibilities as language learners.

As we have seen, language learning is aflected by many factors. Among these

are the personal characteristics and experiences ofthe learner, the social and
cultural environment both inside and outside the classroom, the structure of
the native and target languages, opportunities for interaction with speakers

of the target language, and access to corrective feedback and form-focused
instruction. It is clear that teachers do not have control over all these factors.
Nevertheless, a better understanding of them will permit teachers and learn-
ers to make the most of the time they spend together in the twin processes of
teaching and learning a second language.
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surrounding environment and are positively reinforced for doing so, habit
formation (or learning) occurs.

bilingual education: Schooling in which students receive instruction in
two (or more) languages, usually their home language and a second
language.

bilingualism: The abiliry ro use more than one language. The word itself
does not specify the degree ofproficiency in either language.

brain imaging: A variety of techniques that allow researchers to observe
and track activity in the brain.

child-directed speech: The language that caretakers address to children.
In some cases, this language is simpler than that which is addressed to
adults. In some cultures, it is also slower, higher pitched, more reperitive,
and includes a large number of questions.

chunk: A unit of language that is often perceived or used as a single unit.
Chunks include formulaic expressions such as Tbank yu or What's that?but
also bits of language that frequently occur together, for example, ice cream

cone or signifcant dffirence.

classroom observation scheme: A tool (often in the form of a grid) that
consists of a set of predetermined categories used to record and describe
teaching and learning behaviours.

cognate: Aword in one language that comes from the same origin as a

word in another language and has the same meaning, for example, 'nation'
in English and nation in French or uACd and uache (cow) in Spanish and
French. Thetermfalse cognate is used to refer to words that may come from
the same origin but have evolved to have different meanings, for example,
librairie (bookstore) in French does not have the same meani ng as library in
English.

cognitive: Relating to how the human mind receives, processes, stores, and
retrieves information. The focus is on internal learning mechanisms that are

believed to be used for learning in general, not just language learning alone.

cognitive maturity: The abiliry to engage in problem-solving, deduction,
and complex memory tasks.

collaborative dialogue: A conversation between learners in which they
work together to solve a problem, for example, reconstructing a story they
have heard. \fhile the focus is on the task, learners may also focus on the
elements of language that they need to complete the task.

communicative competence: The abiliry to use language in a variety of
settings, taking into account relationships between speakers and differences
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researcher is investigating. Performance of the control group is used to show
that the variable in question is the best (or only) explanation for changes in
the experimental group. Also sometimes referred to as 'comparison group'.

corpus (plural: corpora): A principled collection of oral or written
language samples that can usually be accessed and explored with computer-
based tools. Some of the most famous corpora contain millions ofwords
from, for example, newspapers. Samples of the language produced by
learners have also been collected for second language acquisition research.

corpus linguistics: An approach to the study of language that is based on
the analysis oflanguage corpora. See corpus.

corrective feedback An indication to a learner that his or her use of the
target language is incorrect.

correlation: A statistical procedure that compares the relative frequency or
size of different variables in order to determine whether there is a

relationship between them.

counterbalance h¡rothesis: The hypothesis that learners' attention will
be drawn to classroom events that are different from those they are

accustomed to.

critical period hypothesis (CPH): The proposal that there is a limited
period during which language acquisition can occur.

cross-linguistic infuence: The effect on knowledge of one language by
the knowledge of another. This term is preferred over previous terms such as

interference to indicate that knowledge of one language can be beneficial to
learning another. The term also refects the fact that the infuence can go

from a known language to the one being learned but also from the new
language to one already known.

cross-sectional study: A study in which participants at different ages and/or
stages of development are studied. This contrasts with longitudinal studies.

declarative knowledge: Information that we have and know we have. An
example would be a rule such as 'the verb must agree with the subject to
form a correct sentence'. In some skill learning theories, it has been

hypothesized that all learning begins with declarative knowledge. This
contrasts with p ro c edura I hnow ledge.

descriptive study: Research that does not involve any manipulation,
change, or inrervention in the phenomenon being studied. The researcher's

goal is to observe and record what is happening. This contrasts with
experimental study.
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widely used in the communiry (for example, learning French in China).
This is sometimes contrasted with 'second language learning', where the
language being learned is used in the communiry (for example, learning
Italian in Florence).

form-focused instruction: Instruction that draws attention to the forms
and structures of the language within the context of communicative
interaction. This may be done by giving metalinguistic information, simply
highlighting the form in question, or by providing corrective feedback.

formulaic Expressions or phrases that are often perceived and learned as

unanalysed wholes. For example, a child or second language learner may
first hear ''What's that?' as a single unit of language rather than as three

units.

fossilization: This term is used to describe a persistent lack of change in
interlanguage patterns, even after extended exposure to or instruction in
the target language.

function words: 'Words that are used mainly as linking or supporting
words for nouns, verbs, adjectives, and adverbs. For example, prepositions
('to', 'for', 'by') and articles ('d, 'the') are two rypes of function words. Th.y
have little or no meaning when they occur alone, but they have an

important effect on the meanings of the words they accompany.

generalization: Extending a pattern learned in one context to another

one. See also overgeneralization.

genuine question: A question to which the asker does not know the

answer in advance (for example , What did you do last weekend?). Also called
'referential' or'information questions. Contrasts with display question.

grammar translation: An approach to second language teaching

characterized by the explicit teaching of grammar rules and the use of
translation exercises.

grammatical morphemes: Morphemes are the smallest units of language

that carry meaning. A simple word is a morpheme (for example, 'book')'

but when we talk about 'grammatical morphemes' we are usually referring

to smaller units that are added to words to alter their meaning (for example,

the -s in 'books' indicates plural) or function words (for example, the) which
are ordinarily attached to another word.

grammaticality judgement A test or task in which participants are asked

to make a decision about whether a sentence is grammatically correct or not.

h¡Aotüesis (plural: hypotheses): A statement of a possible fact that can be

tested through research. Most empirical research starts from one or more

hypotheses and involves the design of a study that can either show stlpport
for the hypothesis or disprove it.
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their interaction patterns to match the learners' communication
requirements. The innate abilities are not seen as being specific to language

or language acquisition.

interlanguage: A learner's developing second language knowledge. It may
have characteristics ofthe learnerb first language, characteristics ofthe
second language, and some characteristics that seem to be very general and
tend to occur in all or most interlanguage systems. Interlanguages are

systematic, but they are also dynamic. They change as learners receive more
input and revise their hypotheses about the second language.

interlocutor: A participant in a conversation.

language acquisition/language learning: In this book, these two terms are

most often used interchangeably. However, for some researchers, most
notably Stephen Krashen acquisition represents 'unconscious' internalization
of language knowledge,which takes place when attention is focused on
meaning rather than language form, and learningis described as a'conscious'
process that occurs when the learnert objective is to learn about the language

itself, rather than to understand messages conveyed through the language.

language-related episodes (LREs): Parts of conversational interactions in
which language learners talk about the language forms they are using and
engage in self- and peer-correction.

longitudinal study: A study in which the same learners are studied over a

period of time. This contrasts with a cross-sectional study.

meaning-based instruction: See communicative language teaching.

meta-analysis (plural: meta-analyses): A statistical procedure that allows
researchers to combine the findings from a large number of quantitative
studies in order to assess the overall patterns of findings on a similar topic.

metalinguistic awareness: The abiliry to treat language as an object, for
example, being able to define a word, or to say what sounds make up that
word.

mitigation: In pragmatics, a phrase or tone ofvoice used to reduce or
soften the possible negative impact ofwhat is said.

modified inpuc Adapted speech that adults use to address children and
natiye speakers use to address language learners so that they will be able to
understand. Examples of modified input include shorter, simpler sentences,

and basic vocabulary.

modified interaction: Adapted conversation patterns that proficient
speakers use in addressing language learners so that the learner will be able

to understand. Examples of interactional modifications include
comprehension checks, clarification requests, and self-repetitions.
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phonemic Small differences in language sounds that can change meaning
within a particular language. For example, the consonants p and b are
phonemic in English, but not in Arabic.

pragmatics: Aspects of language use that go beyond vocabulary and
grammar to include rules of how to use language appropriately in different
contexts and with different speakers. It also includes an understanding of
the implied as well as the explicit meaning of language.

private speech: The language we use when we are talking ro ourselves, not
expecting anyone to hear or respond.

procedural knowledge Knowledge that underlies fluent or automatic
performance. It is contrasted with declarative knowledge.

processability theory: Manfred Pienemann's theory of learners' developing
ability to process linguistic elements in different senrence positions.

processing instruction: An approach to instruction in which learners are
given explicit information about the language feature to be learned and
their practice activities involve the comprehension (not production) of
sentences or texts that cannot be understood without a focus on the
language itself, The approach was developed by Bill VanPamen.

qualitative research: An approach that uses detailed descriptions of the
phenomena being studied rather than counting or measuring the exact
amount of some specific variable or variables. Qualitative research requires
extensive observation and insightful interpretation.

quantitative research: An approach that requires precise counts or
numeric measurements ofvariables. In a quantitative stud¡ both the
variable that is believed to affect learning and the learning itself are
measured or'quantified'. Quantitative research requires careful selection of
the measurements that will be used to represenr the variables being studied.

rate oflearning: The speed with which learners progress in their language
development.

recase To repeat a learner's incorrect utterance, making changes that convert
it to a correct phrase or sentence. 'Recast' is also used as a noun, that is, a
recast is the interlocutor's modified/corrected form of the learner's utrerance.

register: A style or way of using language that is rypical of or appropriate
for a particular setting. For example, speaking and writing usually require
different registers; the register used in writing a research report is different
from that used in writing a letter to a friend.

restructuring: Cognitive activify that is seen as causing changes in the way
information is organized in the brain, even though no new information has
been learned.
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second or foreign language classroom. Tasks may be complex, for example,
creating a school newspaper, or more limited, for example, making a phone
call to reserve a train ticket.

teacher talk: See modified input and foreigner talk.

transfer: The infuence of a learnert first language knowledge in the
second language. Also called'interference'. The term'cross-linguistic
influence' is now preferred by many researchers. It better reflects the
complex ways in which knowledge of the first language may affect learners'
knowledge and use of another.

transfer-appropriate processing (TAP) : Cognitive psychologists have

observed that when we learn something new, we also internalize some aspects

of the circumstances and thinking processes that were present when we
learned it. The TAP hypothesis is that knowledge is easier to retrieve ifwe are

returned to or can recreate those circumstances and thinking processes.

universal gramm¡ü (UG): Innate linguistic knowledge which, it is
hypothesized, consists of a set of principles common to all languages. This
term is associated with Chomsky's theory of language acquisition.

uptake: This term is sometimes used in a general sense to refer to what a
learner notices and/or retains in second language input or instruction.
Lyster and Ranta's (1997) definition refers to a learnert observable

immediate response to corrective feedback on his/her utterances.

variabls An element or characteristic that can be measured or defined.
Variables can differ in different groups or change over time within a group
or individual. Some examples ofvariables that are commonly examined in
language acquisition research include the amount of time a person has been

learning the language, scores on aptirude tests, and performance on
measures of language knowledge.

variational features: In contrast to the developmental features in the
framework developed by Pienemann and his colleagues, variational features
(for example, vocabular¡ some grammatical morphemes) can be learned at

any point in the learnerb development.

variety: Away of speaking and using language that is typical of a particular
regional, socioeconomic, or ethnic group. The term'dialect' is sometimes
used. Some language varieties are stigmatized as 'uneducated' but each

language variety has its own rules and patterns that are as complex and
systematic as those of the so-called 'standard' language. Among the most
studied non-standard varieties of English are British Cockney and African-
American Vernacular English.

willingness to communicate (\WTC): The predisposition of learners

toward or away from communicating in a second/foreign language. Several
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and the behaviourist perspective r8-r9
and the competition model rrr
'get it right in the end' r8z-95
and lack ofaccvfacy rg,
negotiation for meaning u4, rz8, t3o,

165-6, zzrg
and pronunciation 7o

foreigner talk 39, zrTg
Foreign tanguage Classroom Anxiety Scale 85

foreign language le:rr ning zt7 g
form-focused instruction zrSg see ako

corrective feedback
beneficial in content-based instruction r73

and'get it right in the end'r8z-95
useful in some circumstances 196-7

formulaic language ztSg see also chunks
at early stages oflearning 56
and information-processing model ro9
much language learned as rrr
in second language errors 44
and uh- questions 12

fossilization 43, t57, zrSg
fronting, question formation ry 49-5t, r78
function words 7, 43, ztSg
gende¡ grammatical,29, 523, t87
'Geme'zz-3
generalisation 42, 44, ztSg
genuine qu€stions ryo,45-9, ztSg
gestural (sign) language z3

'get it right from the beginning'154-9,
t66, t95

'get it right in the end' r8z-95
'get two for one' r7r-7
grammar

in babies'first utterances 7
grammatical gender 29,521, t87
gammadcality judgements 9i, 106, zrSg
grammatical morphemes, child

acquisition of 7-9, zr8g
grammatical morphemes, second

language acquisition of 46-8
learner beliefs about grammar instrucdon 9r
obligatory contexts 46-8, t58, zzrg

grammar translation methods 8o, tz6,
154-9, r95,2r8g

grammaticality judgement 9j, 106, 2rg1
group work r7o,2o9 see also p^r wotk
habits r4, ro4
human input, need for 6, z8

identiry 7o, 89-9o
imitation

and first language acquisition rt-r9
and the behaviourist perspective r4-r9
and second languages 4i, zor-L

immersion programmes 79-80, r28, r4z, t7r,
172-5, t87-g,2rgg

immigrants
importance of continued development of

Lr 3z-3, 97, r74, r75, 176, zo4
second language acquisition 79, 89-go,

94,9t' r7r
implicit knowledge r93

individual differences 75-ror
inductive instruction 8r-z
information-processing model ro8-ro, zrgg
information questions (genuine questions)

13o, 145-9
inhibition 8+-t
Initiation/Response/Evaluation (IRE)

exchanges rz6
innatist perspecrive on child language

acquisition 2o-4, ro4*7, zrgg
inprr zrgg see aáa comprehensible input;

modified input
floodúz-1, zrgg
arnount of exposure (time) important 38,

69, tz8, t48-9
enhanced input/input enhancement 16z-3
frequency ofencounters with new

material is important 6z
in the innatist perspective on child

language acquisition zr
input flood t623, ztgg
input hypothesis ro6
input processing rr6
the 'logical problem of second language

acquisition ro5

structured input 8r-z
instruction (teaching)

age and second language instruction 96-9
amount and distribution of time available

r48
'drip feed'vs intensive r48, zo5
explicit instruction and pragmatics 67-8
explicit instruction and pronunciation

70-r
explicit instruction and vocabulary

learning 64
and the innatist perspective ro5

instructed vs uninstructed learners 46-7
instructional programmes and aptitude

profiles 8r
instructional seftings rz4-9 see also

classrooms

teachabiliry hypothesis r77-82
instrumental motivation 87, ztgg
inregrated Form-focused instruction r9r
integrative motivation 87, zrgg
intelligence 79-80, zoj
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Motivation Orientation of Language
Teaching (MOLT) 88

multicompetence (as better goal than native
abiliry) 96

multiple intelligences 8o
nadve language sra first language
narive-like abiliry 68, 7r, 96, zzrg
native speaker J, 24, 42, 5t, 67, 69, 7t, 94,

96, 97, u4, 126, t4S, zzrg
natural acquisition settings rz3-9
natural order hypothesis ro6, zxg see also

developmental sequences

negation
child acquisition of 9-ro
second language learning 48-9

negat¡ve feedback ¡¿r clarification requests:

corrective feedback
negotiation for meaning il4, r28, Vo, t6j-6,

2218

negotiation of form r19, zztg see also

form-focused instruction
neurological research rr3

noticing hypothesis ttj, r77, t83-4, r89, zzrg
object pronouns 164

obligatory contexts 46-8, r58, zztg
observation

ethnography r49-5r
observation schemes rz9-48

open quesdons r47
order of acquis ition zztg see developmental

sequences

overgeneralization errors zzrg
and the behaviourist perspective r8-I9
in first language acquisition rz
and the information processing model lo
in pronunciation 68-9
in second language learning generally 44

pair work 168-9, r7o, zo9
paraphrasing lr4, r47 see abo recxts
parent-child interaction z6-7
past tense 55-6, r73
pattern practice drills ry7-8, zztg
patterns in language, learning r8
peer group, learning from t9 see also

learner-learner i nteractions
perception ofsounds 69, 7o
perceptually-based learning styles 83

performance rz, 4j,7r,79,8j,94, 96, ro7,
rt7, 186, zztg

personal characteristics of learners see Iearner
characteristics

personaliry 84-6
phonemic distincdons zzzg

infants' abiliry 6

second language learners 69

phonology 68-7r, zo6
polyglot savant 8l
positive reinforcement r4
possessive determiners 46-8, 521, 163

power relationships 7o, 89

Practice
and the behaviourist perspective r4-r9
and cognitive perspectiv€s rr7

pragmatics zzzg
importance of lear ning zo7
interlanguage pragmadcs 6t-6
polite pronouns ry3, t87
registers (different language for different

situations) 4, ry3, t87, zzzg
and second language learning 65-8

pre-school years, and language acquisition
t2-r3

private speech fi8 ) r4z, 2zzg
procedural knowledge rc9, rr7, ry3, zzzg
processabiliry theory t6-r7, r77, t8z, zzzg
processing capacity rt6
processing instrucdon ú2, 164-5, zzzg
proficiency

and bilingualism 3r-z
difHculties in researching 78-9
learner language and proficiency level

r67-8

Prompts
clarification Íequests rr4, r4o, r88

elicitation r4r, r88

encouraging self-correction ú8-9, 194

pronunciation 68-7r
psychological theories see behaviourism;

information processing model
puberty 94-5
questions

child acquisition of ro-rz, 19

display questions r3o
second language learning 49-jt, t8o
teacher questioning in the classroom 145-9

rate oflearning 96,97, zzzg
readiness to learn r8o-r
reading

efFect ofliteracy on first language
development r3

'just listen ... and read' ry9-65
and practice n7
problems in learning to read z9-3o
reading as a source ofvocabulary growth

61-4, zo6
reading material for learners 16r-z

fecasts 2229

comparison offeedback that corrects vs

PromPts r94
in content-based classrooms 139-45



6-glt' gzr' 69' gt tueuodurr a8en8uel
r"rau ur (arurf) arnsodxa3o lunourc

Sunuu
l,-9,sargeg'srf,ualurs,rlgderSa¡ar,

gz (g f,ruorDelJ lou srj¿runq aq ol
spaau uonrsrnbre a8enSue¡ p¡qr ro3 rndul

z/ Sulldru¿s roJ sloor paseg--rarnduoo
l3o¡ouqcar

otz'zg-LLt <alqegleet sr ter{.n rlf,?rt,

(ffSf) Surqrear a8en8ur¡ pasuq
->ls'Er f sporlrauJ uonelsueJl .l¿ruureiS
:uorl3nJtsur p:snroJ-ruJoJ :3ulu¿aru

uo snf,oJ f(J'ISl) Surqoear a8en8uel
prseq-ruaruor :(¡-13) Surgceer

e8enSuel e nerruntuulor :qeeo.rdde

¡en8uttotpne aar urooJssep'Surgrear
Stzz' 6t. >l1er rrl{rerl

6-99 sar¡r:erd puone rlou,srrgrear
6-Stt

uJooJsse]f, aqt ur Suluortsanb raqreal
Sh'Se-6zt suonf,?retur raurea]-Jeqf,eal

üoz uolle,rnoru ur a¡or

sJar{f,841

3l.zz'oít
'S9r'L9 (¡19¡) Surgrear e8en8uq paseq-Ise¡

3l.zz e?eníueln?rct
Sezz'ol,'89 spruru8ase¡dns

Slzz 'LLt 't Lt 'É-zt ruslpn8urlrq eluf,Blqns
zt sporp)ru uorsJerugns

suonf,EJJlur JauJEal

-Jertr¿)l aas suorltrEJJtur tuaPnls-tusPnls
B€zzBurpzt? prnDnrrs

iür sts¿¡¡¡ ur
tL'oL'69'99 lSolouoqd3o r:td se

90? Poorsl)Pun
3¡asrnof SuueuJ ur aJueilodul1

(rrposo.rd) ssa.rrs

9or'lg (lralxut) ssarrs

6gr s¡erar porelntuns
Stzz'lt lrarre,L prrpuers

sa¡uanbas ¡eruarudo¡a,rap a¿s sa8ets

oÉ-62 s.rap.rosrp a8en8ue¡ pue qcaads

r--olr e8uegf, pf,nrlodorf,os

8-L8r sluroJ f,Ilsln8ulTolf,os
Ér-zr a8en8ue¡

Jo sruroJ ¡enos Surureal sralooqcs-a.rd

sf,IlsInSuIIoIfos
Bezz' 69r' 9h' 6t-gl.{-roaqr ¡ernrprorcos

ol-6fr e3¿n8uel'uollezlplf,os
l-üz e,ut:eds¡ad tsruon¡r.¡alur Jrlt pue

uollf,sJaluI lelfos
o€ spn8urlrg snoruellnurs

r9r srepeer pag¡dru¡s

s97, xa?uJ

3€zz'ftt'fF uorrergrldrurs
6tt 'Ltt urooJsself, ur Jo esn (ef,uelrs

Bfzz'6gt '6fi aruaragrp rumgru8rs
€z a8en8uel u8rs

r-og .&oruaru ruJet-tJor{s

o[ s¡en8u¡rq pnuanb:s
9-46'r--az

(srsar¡rodl¡1 porred pf, nrr3) por.rad alltrsues
frr uolrnadar-31as

ü6r uon¡a.r¡o¡ Jor{lo sA uoDfJJJof,-JIas
3€zz 'oL'g9 spruaru8as

tt-€t
uoursrnb:e a8zn8uel tsry pue 's:ral looqrs

Blzz'6\t ;3rn3ue1 puoras
Blzz'L-9h '8rr 'lz SurploJprs

a8en8url
f,rcpruroJ rrr (aSen8ue¡ rrepur.roS) saunnor

Szzz' ot-6ot 8ur¡nl:n¡s¡¡
g-1,1, srrtsuatrrJ"r{f JOuJ?)l Surfpnrs ro3

zl, sanssr Surldures
Sf-6zt

suoDf,EJalur ruJpnrs-Jar{feer Surqc;easa;

69r (lpnrs aqr
Suncage rar{l:eesal) xopered reqrleesel
Szzz'lSt' 6zr' 9g rpreasrr a¡u¿tnu¿nb

Szzz 'lSt '6lt '6zt'98 q:rmsar aanrllpnb
6ü-6zr sauaqrs uone rasqo

98 srrpnts ¡eurpnrr8uo¡
ü-€fi sarpnrs Teluaurradxa

rl-6ir lgde:8ougr:
/_\t

sdno.¡3 uosr.¡eduroc Surpug ur lr¡n:grp
39rc'lbr sarpnrs a,rndrnsap

39tz' 9g s)rpnts leuor]fas-ssoJf,
39rc 'zoz'zl srnsrn8ur¡ sndror

gL uopelarro:
6ü-6zr saruarps uolle Jesgo (ruoorsselc)

Bltz'lSt r{rJEJsaJ uonre
sPoqleu r{frEás3r

99 rJnr"al ¡lleru8e¡d se'stsenbJJ
srdruo¡d Íuon?¡rrur oqa aas tlt uorlnada¡

z-tgt'S-lS sosnelf, a DEIar

Szzz'Lgr '€l,r 'ür (suonenus
rurrarrP,* 

""1T' l#:'JJll :1ffi I 6-Stt
'oÉr (suorrsanb aurnuaS¡ suonsanb ler]uergrr

9-ll tsed 01 aruargrr
fFr (rrposo.rd) ssals

o8r .ssrPFrun, PUE .serpBeJ, Jo-t

rr--orz {rsgPaTJo PUH uoruruof lsoru
16r a¡nou lou ftru srauJeel

t/t 'oLt suor¡ftJalul JaUJEJI-JJUJ?JI uI
6-9gr sruoo;sself, uorsJar¡JrrJr ur



256 Indrx

ofbeginning instrucdon in second
language y,96-9, zo4-5

of corrective feedback r94
of form-focused instruction r9r

transfer zz4g see cross-linguistic infuence
transfer-appropriate processing (TAP) rro,

191,2249
'two for one' r7r-7
rypographical enhancemenrs of input 163

UG (Universal Grammar) zo, to4-j,224g
uptake r39, t4r, 142, t88, zz4g
usage-based learning rro-n
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