ferent input enhancement techniques in this book and
enhance SLA, it is first important to understand what
ys in SLA. What is input? You have already seen this
chapters. We will now discuss this concept in detail.

WHAT IS INPUT?

ge acquisition, input refers to samples of language that
toina mmmﬁcaﬁxzuctonﬁext or setting. It is language that
C wnicative intent, that is to say, that there is a message to
in the utterance so that the receiver of the message has a rea-
) it. Researchers such as Schwartz call this type of meaning-
ri linguistic data (Schwartz, 1993). Input or primary
 is language that contains instances or exemplars of various
ns and other linguistic information in the language environ-
aaquislhm. B e e bonsbasiad by input in their
' ition, children are bombarde ¢

;:lwm a drink of water? Don't forget to wash bf.fore d}l‘:-
u eat all your vegetables.” These are all examples of mptg ; f

People learning an L2 also receive input. Immigrants an tan
udying abroad, for example, are surrounded by }2 m]‘aiu as
daily routines. At the bank, they may hear, Coul l}:g:

deposit slip.” At the supermarket, they may be tars -
r plastic?” by the person bagging groceres. Input may
pﬂ:!;ng the’;\ighWay and advertisements or signs on a
R input. When

g ing context also get inpul
bg.tl:;:;:g ” or “Please get into gn;t{ps ::
Ligh receiving input. Other sources O inp

bt to a song, looking at advertisements

3 y meaning- oF it
When a language lenmmhem per o
something. When a language learner sees a | :
Order”, a message is also communicated. The
understand these messages. ¥

Another characteristic of input that is impo
that it must also somehow be comprehensible. If ;
cation of a message, the learner must somehow be able to'
the message. This does not mean that learners need to v
the message but they should be able to make sense of the
Input that is completely incomprehensible will not be of
Interactional and Non-Interactional Input " g
Ellis (1994) makes a distinction between two types of input f
interactional and noninteractional input. Interactional input is
received in the context of interaction where there is some kind o
tive exchange involving the learner and at least one other pers
be conversing with a native speaker, another learner or an inst:
games, conversations with friends and family and classroom
constitute examples of interactional input. Non-interactional
other hand, occurs in the context of non-reciprocal discourse
Learners in this case are not part of the interaction. Listening to
on the subway, watching television, listening to the radio or at
lectures are all examples of non-interactional i

Both interactional and non-interactional language can provide
of input for language learners. However, in the case of inf
learners have the added advantage of being able to negotiate 2
say, they can let their interlocutors know if they do not understand wl
and ask for clarification. This renders the input more comprehe:
accessible for acquisition. This is one of the reasons why
considered to be important for SLA (Gass, 1997).

Pause to consider . ..

incomprehensible input. Can you remember situations wl
you heard was not comprehensible? What factors contri
input difficult to comprehend?

What Input Is NOT

In order to better understand the nature of
input is not. Input is meaning-bearing |




‘bearing lang that person'’s

is also not input for acquisition. Peda-

‘ : " Mg!mmnpoi;uﬂ:'nmw‘“

4 language sense that

e message the learner is supposed to attend to. Il faut

tement (You must eat your meal slowly) said by a teacher to

feteria is meaning-bearing input for acquisition because there

‘communicated here. “Adverbs in French are formed by
ectives M end in an " is not input for acquisition.

ﬂigapint information were given in the target language?

w When instructors are explaining the rules for a particular

\ in the L2, they are communicating a message to students and

‘we can say that meaning-bearing input is involved. However, this

rmatic is qualitatively different from the kind of primary linguis-

s essential for creating a new implicit linguistic system. For exam-

say an instructor wants ESL (English as a Second Language) students

L past tense formation in English. The explicit information provided to

s in English (the L2 in this case) may be something like the following:

rm the past tense in English, you need to add -ed to regular verbs.” A mes-

 is being communicated here in the target language but notice that this

ce does not contain input in the past tense. In other words, this utterance

not contain instances or examples of the past tense being used. Learners

learning information about how the past tense is formed but they are not

Z ly getting input that contains uses of the past tense. The explicit infor-

‘mation only speaks about the past tense as a topic. Thus, unless the instructor is

also using the target structure (the past tense in this case) while giving the

Xp ion, it is not linguistic input with regard to that structure.! In this book,

use the term input to refer to primary linguistic data that contain exemplars of

particular target linguistic information used in a communicative context.

Pause to consider . . .

input. Which of the following examples is an example of input for
Wnuﬂdhdﬁsbook?
bmﬂia'lovesmimlh.ﬂehummypets.ﬂehasd\mebixds,twocam,two

turtles. He is thinking of buyi two ferrets next week.
'H“’ yaud‘gdan—stomeendofdwmun.

V i ion about
ke clarify that I do not mean to say th‘at information abol
Jike;: useful for language acquisition (@ point we will discuss in

) tions int I want to make is that exp_licit
R ioch e the kind of primary linguistic

language does not represent

input, successful language acquisition ap 4
agreement that input is fundamental to language acqui
scholar has to say: “The concept of input is perhaps th
concept of second language acquisition. It is trivial to

ual can learn a second language without input of some
There are no cases of successful learners who have not b
input. Learners who have mastered their L2 usually read a
to music and watch TV in the L2, have friends who speak
Input is like fuel for a car or a plane. Without fuel, these m
Without input, there can be no successful language

How Do Learners Get Linguistic Data from Input?

As discussed earlier, learners are exposed to input whe: 1
language that contains a message to be communicated. Thus, ¢
input they are exposed to could be vast. Unfortunately, all the-
ers are exposed to is not necessarily viable for acquisition. Be
sible to pay attention to everything in the environment, lea
all the input that they are exposed to. Input, then, is so
internal mechanisms of learners. How does this

Many scholars in SLA agree that in order for input to be us
tion, it must be noticed or attended to in some way (e.g., Gass,
1996; Wong & Simard, 2001). What do we mean by 1
Currently, SLA researchers are not all in agreement as to what
input entails. Schmidt (1990, 1993, 1995, 2001) postulates that
input that have been consciously noticed by learners are us
Other researchers say that input must be “detected” but that
not have to involve conscious awareness (Tomlin & Villa,
quite tricky to measure the construct of awareness in e
has been difficult to find empirical support for either
regardless of the position researchers may take regarding
ness, there is a general consensus along with support fr
some form of attention to input is necessary in order |
SLA (Wong, 2001). Research has shown that in son
attention (which may or may not involve awareness)
(e.g., Huot, 1995; Leow, 1998, Rosa & O'Neill, 1999). |
that input must be noticed, we mean that the
This attention may or may not involve conscious
we will see what happens to L2 input once it

i)




ted in Figure 3.1.
del of SLA by V:
l"eby anPatten, when learners attend to or notice

age, a form i

in this sense, refers to surfa

1 Ng connection is made,
ce features of ;

: 1 language suc
morphology and functional items of langu%ue ﬁke pgpa:s‘iﬁgl:\zl
and pronouns (VanPatten, 1996). “Form” could aiso s used at the
’ to refer to word form (Barcroft, 2000). For example, all words
form and a referent. In the word boy, the form of the word is the letters
The referent is the meaning of the word, that is to say, “a young human
who is male.” Meaning, therefore,

! b refers to referential real-world
g- A form-meaning connection is the relationship between referential
g and the way it is encoded linguistically. When L2 learners hear the

boy and understands that it means a young male that has not yet
] adulthood, a form-meaning connection is made. When learners hear
1 talked to my professor and understand that talked means that the action is in

I i I
— Intake — Developing System > Output

Working Memory

I Input processing: How learners make sense out of the language they hear and
how they get “linguistic data” from it (the creation of intake)
11. System change:

A. Accommodation: How learners actually incorporate a grammati.cal form or
structure into the implicit system of the language t‘hey are creating)
B. Restructuring: Incorporation of intake into developing system

1I1. Output processing: How learners acquire the ability to mgke use of the implicit
ﬁh‘;WIedge they are acquiring to produce utterances in real time

- on Lee and VanPatten (2003) and VanPatten (2003).

. e acquisition
ses in second languag
Three sets of proces

Form-meaning connections, also knows
internalized. The process in SLA that lvec
intake is called input processing. As you can s
begins with exposure to input. When learners.
meaning connections, that input becomes intake. T!
becomes intake. This intake is held in working mem
to be internalized. When this happens, the develo
make room for or accommodate this new lin ic
meaning connection). Once a new form-meaning cor
modated, the developing system changes and is re:
entails accommodation of intake data into the devel
turing of that system is called system change. This
incomplete. For reasons that we do not quite un
forms may be incorporated and some may not. Fi
have been incorporated into the developing
accessed by the learner as output or production. This -
processing.

SLA, then, is directly dependent on intake and not
intake data is usable for acquisition. The more intake
acquisition will be. The model also shows that SLA is n
Output is language that learners produce. Qutput is no
good input and intake. Of course learners may be able
a teacher says or give answers to a mechanical drill w
but the language that is produced here is not output in th
is able to access language that has been internalize
linguistic systems; it is mere repetition. Theref
learners’ environment, the better the potential for ir

Gass’s (1997) Model of SLA

Gass (1997) proposed a model that includes
conversion of input to intake.

Sl




guage acquisition by Gass (1997)

The dotted line underneath input serves to illustrate that input
> internal mechanisms of leax?\e,rs Some language data wﬂPl’ ﬁlzflttherrzgg?
will not. The first stage, apperception, entails that the learners must
recognize that there is something out there to be learned. Apperceived input is
'has been noticed in some way by the learner and functions as a prim-
ing device that prepares the input for further analysis (Gass, 1997, p. 4). Like in
VanPatten’s model, Gass’ model also shows that in order for apperceived input
to become intake, input must be comprehended. Comprehension of input
entails that the learner analyzes the input in some way to extract meaning. Gass
W offers consonant length in Italian as an example. In Italian, consonant
length can serve to differentiate between different meanings of words: capelli
versus cappelli (hats). The learner must first recognize this phenomenon,
w is to say, that different consonant lengths in Italian can affect the meaning

of words. This is the apperception stage. Comprehension kicks in and intake is

created when the learner also recognizes the difference between capelli and
i and connects the concept “hair” to the form capelli and the concept

to the form cappelli.

\ers Must Receive, Notice, and Comprehend Input
VanPatten’s and Gass’s models illustrate the necessity for learners to
, and notice input. Both models underscore the importance
sion in SLA and by extension, why input needs to be comprehen-
is fundamental for acquisition because it provides the data that is
- il However, if learners do not notice and comprehend the

> connections or intake will not be created and that input

acquisition.

(ngav.rmmm hen ef
learning an L2 via comprehensible inp
are some reasons why.

First, as we saw in Chapter 1, input tends
would like in many L2 classrooms. Wing m
instructor used the target language only about 5
only about half of that language was actually co
means that in the average L2 dmdy“
considered input for acquisition. Second, even wi
such as is the case with learners in immersion p
notice or attendtocenamfeatmsofnwmi&
ous section that in order for input to be usable for
ers must attend to it in some way and make forn
Research has also found that even when learners do atte:
not always make the correct form-meaning ¢ ions
Cadierno, 1993; VanPatten & Wong, 2004). Mh
wordorderanddoesnotalwaysfolluwa
is not uncommon to find object-verb-subject word m
and Cadierno (1993) found that L2 Spanish learners have a
rectly think that the first noun they hear in utterances
(or person performing the action). Even though these I
direct object pronouns, they were not making the correc
nection. What these examples suggest is that while input |
ent for SLA, mere exposure to input may not be enough-
contexts. Sometimes input may need to be enhanced via s
instruction to help learners attend to it.

Does Instruction Make a Difference?

We need to keep two things in mind when addres
instruction. These are (a) the rate of

Rate of acquisition refers to the speed in which le

of an L2. The order in which they do so is the rc
evidence for the existence of acquisitional
suggests that instruction cannot alter the




struction cannot change the order in
Y”?“ (e.g, Ellis, 1989, 1994; Larsen-
Ssroom &hm' !ms' 1988: etc.). Ellis (lm) found,
mar displayed the who received formal instruction and
> acquisition of Ensg::he dweal:_’pmema] stages as nonclassroom
0on a
W similar findings ?vegh leam:rwell o
acquisition of the passé composé (past

be permeable to instruction.
m’ﬁm mylsbe ‘Shargh;t this point, “So is there any point to teaching at all?”
Rl & yes. e instruction does not appear to affect the order of
W"“r it does appear to affect the rate of acquisition. In other words

fprmal instruction may speed up the acquisition of certain features of an L2i
Opverall, research that compares classroom learning with naturalistic learning
suggests that learners who have some kind of formal instruction learn certain
features more quickly and as a result may go further down the path of acquisi-
tion (see Long, 1983, and Doughty, 2003, for reviews of research on the effects of
instruction). Why is this?

First, classroom learners tend to be exposed to richer and more complex
input than those in a lot of “naturalistic” environments such as those that
immigrants tend to find themselves in. In many ethnic communities such as
Chinatown in Chicago, L2 input tends to be limited to conversational language.
In the classroom, however, learners tend to be exposed to both conversational
language and planned discourse in the form of authentic written texts and formal
speeches among other sources. As Lee and VanPatten (2003) point out, the input
in planned discourse tends to be richer and more complex, contain 1 lalrger 'rI?;f:
of grammatical structures, more complex syntax and broader VOFah u f“‘Y-ut. /
‘ in the classroom, instructors can deliberately expose lea/rners to ricl erf utE) .S .

Second, formal instruction may heighten learners’ awareness ol s mgon

input they might miss otherwise or might get wrong (€8 make the wrong
the input they my . out that learners attend to or
e comc-on) e ttih?tt or;lf)f’egt1 I;l:quisition Therefore, formal

T o .
;(;F{I::ct]?onsogzlc‘i” ;Z ssésdtxxsglt(zr::eitain forms in input more salient so learn-

ers might notice and perhaps process them more quickly.

Why Input Enhancement?

ization that input is not always abunfia
that learners do not always pay }aﬁtent;t;g
( e teaching

. PmmakemptggAﬂl‘JZtltggzggmore efficient. Input ell'\han;emetgt&: Cﬂ(:‘:e}::
o Sharw i esents one viable option ;
& Chap(::rd 151511‘13;;:25; Smith defines input enhancement as
from s

nt in L2 classrooms an.d the
to what they need to in the
fession to seek instructional

target linguistic 4 ovid
nations (1991, p. 119). The input enhancet
on are limited to those that draw on mean
their foundation for instruction. In other words, |
the provision of meaning-bearing input that co
These techniques are input flood (Chapter 4), textu:
structured input (Chapter 6), and grammatical
(Chapter 7).2 While Sharwood Smith includes metz
form of input enhancement, this book does not treat
does not rely on primary linguistic data. This is not te
that such a technique can have value for SLA. I simply
such a technique is fundamentally different from those
1 will discuss this in more detail in the next section.

What Can We Expect from Input Enhancement?
When examining these techniques, it is important to keep i
ing the salience of input does not imply that the enhanced
cally become intake. Given the complex nature of SLA, it
instructors cannot control whether or not learners will pro
and efficiently, even when it is made salient. Sharwood Smi
that while input enhancement is presumed to increase the cl
will attend to a target form, this does not mean that they
ize it. What these techniques will do is provide learners v
doses of comprehensible input and boost the likelihood
what they need to in order to enhance the process of SLA.
We should also not expect learners to be able to im
forms accurately in production, even when they do no
that comprehension precedes production in SLA (
meaning connections need to be strengthened before

accurate production.

What about Explicit Information?

In the previous section, we saw that explicit inform:
technique that relies on the provision of input i
contains exemplars or uses of particular target for:
information about language, most often pro
explicit information have a positive impact on

First, it is important to keep in mind that
it may take, cannot alter the fundamental



e

n and meaning (or function! : tion-

- g ) more quickly, leading to

ts where temporal reference is

that this may be particularl
; to get " not clear and learners must nel;
know that the past tense in a language is encoded with a
shift from the stem of a verb to a final syllable and I know the
those final syllables, then I may be able to “comprehend”
isa pte—xeqmsny M'if‘:edidn’t kn(;w e DEC
¥ N or part of acquisition (via some
m&m processing), any instruction that leads to increased
-comprehension may also lead to increased acquisition.

7 —VanPatten, 2004
Mvzvled in this light, explicit information may be beneficial in some cases.
This does not mean, however, that class time should be devoted to explaining
the L2. We must not forget that in order for any instructional technique to be
effective, it must be provided via meaningful and communicative contexts.
More importantly perhaps is the fact that explicit information cannot be a
substitute for meaning-bearing input (i.e., primary linguistic data). We cannot

the fact that learners need access to abundant amounts of comprehensi-

ble input in order for acquisition to happen. In other words, instruction in the
absence of input cannot lead to acquisition. Again, I am using input here to
'mean language that contains communicative uses of the target form.. The dra.w-
back of explicit information, of course, is that it does not necessarily provide
learners with additional amounts of input. Additionally, when instructors
devote class time to explaining language, they are taking time away from pro-
viding students with input. Thus, one danger of explicit information is that it
may rob learners of opportunities for exposure to input. Based on my observa-
tions of new teachers, I suspect that one of the reasons why explicit information
is sometimes viewed in a negative light is because those who use it tend to ;:e
it abundantly. I have seen instructors get o caught up in explaining things ?I’h t
~ very little class time is left over for any kind of meaning.ful’ language use. The
fi‘!&k then becomes one of how to incorporate explicit information (if the
is made to use it) into a lesson without denying learners the things

w are essential to SLA, that is to say, input and communicative use of
Therefore, explicit information may be beneficial to the extent that it

'!aﬁmers notice and comprehend L2 input better gnd more rapidly.

mation can, however, be detrimental to SLA if it rc_)bs learners of

to receive comprehensible input and to engage in meaningful

techniques.

CHAPTER NOTES

. Many scholars would agree that it information, e
exemplars of the target form, wi not be the most
beginning]eamerssinced\eymudbhckhw'
information in the L2. Advanced learners would benefit
“input.”

. See Doughty and Williams (1998) Chapter 10 for a more cc
ent types of instructional interventions (i.e., focus-on-form
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