


the currect answers even though they cannot explain why an
i correct or incorrect (see VanPatten & Mandell, 1999). The

your implict L2 systeny. Can you rcall examiples from your own L2 learning
-wmm}mﬁﬂﬂlﬂ:lyhmum or struchure was lorrect bt
i could not explain why? |

The Learner Creates a Systematie Interlanguage
The term interlanguage was coined by Selinker (1972) to refer to the systematic
knowl that learners have of their L2 at any given point in time during
their 1.2 lopment. In other words, it s what the leamers” implicit linguis-
tic system looks like at any given stage of development. When we say that this
interlanguage {8 ‘systematic,’ we mean that this knowledge source cannot be
explained by the type of instruction or input that learners are exposed to
(19%1. 2000) points out that even when learners are explicitly taught
and given a lot of practice with specific L2 structures, they create their own
systematic interlanguage patterns that do not mirror the patterns that were

There Are Predictable Sequences in SLA Such That

Certain Structures Have To Be Acquired Before

Others Can Be Integrated

This generalization is related to the previous one about how leamers creatied sys-

tematic interlanguage. There is evidence in SLA research fo support that 12 learmn-
s Boquire various grammatical features in predictable orders and over extensive
amounts of time. Certain featurss of an L2 have to be acquired before other tea-
tures can be integrated into the developing system. Evidence for these pre-
dictable sequences can be found in what ar: called stages of development. Stages
of development refer to how a leamer acquires a particular linguistic feature of
an L2 over Hme. One well-documented example of this invalves the acquisition
of negation in English, The following displays the types of struciures thal learn-
ers produce as they pass through each stage (taken from Ellis, 1986, pp. 59-60}.

Stage 1: no + PHRASE
No drink.

No you playing here.
Stage Z: negator moves inside phrase; nof and don't added to hist of negators,
but dor’t is considered one word

1m0 can swim,

1 don't see nothing mop,

Stage 3 negator attached to modals but initally may be unanalysed as is

don't i Stage 2 4 o

I ean't play this one,

1wt el

Stage 4: auxiliary systom of English is developed, and leamner acquires

correct uie ol ned and confractions:

He doean's know anything.

I didn't say 11
These stages for the acquisition of negation in English show that bearness make
particular kinds of errors as they reach dilferent stages in the acquisition of a
particular structure regardiess of what their L1 &5 As ihey pass through each
shajne, some kil ufm‘l'n.l,.l;hmhﬁ, happens in the learners’ ]jmi!ﬁl‘.m'l for
that particular structure,

Another example can be found in what are called acquisition orders.
Acquisition orders refer to the sequential order in which L2 learvers acquire
varous grammatical foatures (a5 opposed t0 a specitic mﬁﬂt frature
as is the case with developmental stages) over time, Research shows that
learners acquine ceriain grammatical features in predictable orders
af the order in which they were formally taught in the classreom. In English,
thi [n“u‘wlng order has been documented for the .H:qujslliun ol verb
morphemes:

1. -iirg

2 regular past tense

3. rrregular past finse

4. thind-person present tense -2
If we examined speech from 1.2 English learners, we would see that regandiess
of what their L1 is. they will master the use of -ing first, followed by the regular
past tense, then the irregular past tense and finally the thisd-person present -=.
This order would appear even (f leamners were formally taught third-person
present tenee - first. Aoquisition orders have also been observed for other lan-
guages such as French, Spanish and German.

Acquisition orders and developmental stages appear to be impermeable io
instruction and other outside influences because leamers of all types will make
the same type of ermors in the same order no matter what kind of formal
instruction they receive, These orders are universal, Mo matter how instructars
teach cerain structures of how much they get their learmers to practice the
forms, or how much error correction is used, they will not be able to alter these
orders.

Researchers often refer Lo acquisition orders and developmental stages as
empirical evidence to support that learners have “intermnal stralegies” for orgi-
nizing language data (Corder, 1981; Lie & VanPatten, 2003). Krashen {discussed
in Chapter 1), for example, relied on this research to make his case that formal
instruction has no role to play in acquisition.



mmmmdpﬂﬂ-lanm theely teachimg? Hint: The
_mﬂﬁt*l}'mphﬂbﬂrqﬂﬂunmrdh;m these unincersal
ordors. Why i this not feasile?

Practice Dioes Not Make Perfect

This generalization 15 also related to the bwo previous anes. Because interlan-
guage developmwent 1 systematic and learners follow univer=al developmental
sequences that are impermeable to formal nstruction, no amount of practice
will make learrers acquire what they are not ready 1o, Lightbown {1985} points
put that when leasers ane given exbessive practice with a particular form, they
may exhibit high levels of accuracy with that form for a given perod of e bat
{his accuracy will eventually drop because learrers will either forget the form or
overgencralize the use of the form. When learners are developmentally ready o
acquire the form, accuracy levels fur that form will rise again. Resenrchars
sometimes refer to this phenbmenon as “-shaped development.”

Knowing a Language Rule Does Not pean One Will Be Abkle
to Use It in Communicative Interaction
As L2 instructors, we can all probably relate to this generalization. How many
firmea have we seen our students use a rule correctly on a test but then tail o use
the same linguistic structure correctly in spontanEoUS conversation? As vou
may recall from our discussion in Chapter 1, Krashen (1982) attritutes this
amencn to the distinchon he makes between “acguisition” and Tleaming *
coording to Krashen, metalinguistic information does not have any direct
impact on “acguired” implicit knowledge.

The extent to which explicit knowledge may inwpact "acquisition” as
defined by Krashen remains debatable in SLA research, Some researchers such
24 Ellis {1993 and Lightbown (1998), however, have suggested that explacit
knowledge could help heighten Tearmers’ awareness of certain structunts =a that
they may acquire the faster when they are developmentally ready Lo

Isolated Explicit Error Correction Is Usually Inefective

in Changing Language Behavior

Thi= generalization 15 related 1o the fact that interlanguage behaviar iy system-
atic and impermeable to the effects of formal instruction. Telling learners that
they have made an e will not alter their interlanguage behavior so that the
grror-will not be made again, Research in SLA sugpests thal inorder for ersor cor
rection ko be effective, it must be carmned out over sustained periods of time, and
jt muest be focused on forms that learners are developmentally ready to learn

For Most Adult Learners, Acquisition Stops Before the Learner
Has Achieved Native-Like Mastery of the Target Language

No matter how much time and etfort 1.2 learners devote 1o learning an L2, most
it mitae hunevme native-like, Their impliclt Lnguistic sysiem and /or thetr

ability 1o use their lngulstic system tend 10 remain nonnative:fike. Eves: those
very advaroed leamers whi have spent extenstve ; o el S

g o R b g m |

they are with osher aspects of th language. Furmhuis,ﬁu?:twr still struggle
with using certaln prepositions of idiomafic Featumes of the L2 correcthy:

1t Is niot cléar why 12 learmers raroly become native-like. Same researchers
have proposed that thert may be s eritieal period for language acquisition, that
s to say, a peried in buman development whre SLA Becomnes mor diffscull
This critical period is believed 1o be around the age af puberty. |f learness bagin
SLA after the critical period, they may have a more difficult time learning the Lz
snd will mosl probably never become native-lka, However, there are othet
researchers who do not boleve that there is a critical period fo SLA. According
o these researchers, nonnativeness may be o result of how much inpuk the
learner roceives over time. In other words, these whi starl fearning an 12 early
iiay dis betier nul because (hare is 8 eritical period bul because they will have
had mote opporsunities to receive input over fhe course uf thesty lifetime than
{hose who start L2 leaming later. These different positions ate surmimarized n
Birdsong (1999 as well as in Harley and Wang (19%7),

| Pause to comsider . .. \

the iries of & critical period, Do you think there 18-a critical pexiosd for leaming
ghiills ke playing a mausical irmirument, sports or che=mal ~

One Cannot Achieve Native-Like (Or Near Native-Like)

Cammand of a Second Language in One Hour a Day

v er Two Years)

1t i% svol cloar how much trme it takoes, bt it (s cortin that nathve or nearnative

like pompetence cannot be achieved exchusively in the classroom no natter how

haed students work and no matter low fiented the insmictorns an: Thaus, itis

hrighly usrealistic to expect studenis io be near rative-lixe after golng througha

typrcal fwo-vear basic language instroction program. Lighteown (1985) noles
hat the most successful langtage leamers have been estimated fo have spent
corme 12,000 10 15,000 hotrs “acquiring’ the L2 by the age of sbx Furthermone,
learners in French tmmersion programs have been estimated to have received
abat 4000 hoes of contact with French by Grade 6. As Lightbown peints oul,
iny ost schood programs, the total number of hours after six vears of language
study for approximately five hours a week would not even reach 1,000,

—_—

Pause to consider . . .

e fact hat native-Tike competence cannck be achieved in the classroarm in one
hour a day, How might teachers tse this generulization sboutSLA inform theit |

teaching practices?

e —
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-they hoar even if they do not understand the formns that encode the
‘meaning or be able to produce the forms accurately. Currently, the relationship
betwern and production is not entirely clear but there is amiple
Mhmﬁmdmmmwﬁupmumm The explana-
sion may be in part due o the developmental sequences that we discussed
*Miﬂngﬂﬂthmmymbndwdnpmuﬁﬂyrndy o
atguire variows formal features of the 12, they may be able to exiract meaning
cues and warld knowledge.
Ti summarize, this section has defined acquisition in terms of a series of
ions sbout SLA made by (1985, 2000). Similar state-
ments have also been made by other researchess such as Lee and Vani'atten’s
Mﬂﬁmmu'mdngﬁ{Mﬂuym*ﬁwuaﬂu
Miﬂ.ﬁﬁﬁh&ﬂlﬁ'hgﬁnﬂmm belp us under-
lﬂ_ﬂﬁmdquﬁmhﬂn*mmuqnmﬂy.lﬂ:mhmrm{
and more realistic expectations about how L2 instruction may (or may not)
tenhanes SLA

Wiy SLA Theory and Research? What s Their

Relationship to Real-World Teaching?

In Chapter 1, we saw the birth and decline of a number af teaching methods

over the cotrse of histary, This continues to happen today. Every now and then,

a method or texthonk that purports to embrace a new teaching approach will

make its debut in ﬂ;rmd!-ﬂ foreign teaching methodologies. With so many

teaching methods instructional materials to choose from, each claiming to

hmﬂmﬂmnlhﬂuﬁ#mﬁwﬂdmﬂmﬁu?
Wbyﬂumhdmhummhﬂufmﬂuds,mmrwtm )

adhere to any particular teaching approach atall. I've heard some instructors say

that they use an eclectic approach, that is to say, they take bits and picces trai

various methods o suit their daily teaching needs guided by practical expenience

Tut they are not encugh Hﬂmam A
of SLA
FrnTLLTIE

in a better position to design or adopt {or
fashion) varions instroctional {15

input. They will not Ip-md.'rllrurpmliﬁrﬂ'jl' dﬂwﬂ‘dﬂ-ﬂﬂw
As stated in a previows publication (Wong, 2002a). teaching an 12 without an.
understanding of how [earners acquine s like o doctor
medicing without an understanding of how the human body works. The
better teachers understand how SLA works, the better they will be able to
teach their students.

Instructional Materials Do Mot Always Reflect
SLA Theory or Research

Instructars need m be castious about what commerdial instructional materials
claim to offer, Lightbown {2000) points out that “sonse aspects of SLA research
and theory have become so completely integrated into mainstream FL/SL
pedagogy that they are referred to withoot reference to their sources™ (p. 438).
There arv texibooks that do indeed reflect current developments in SLA theory
and research, However, the unfortunate reality is that some commescial mate-
rals on fhe market do not, even when they claim to. Tn my experience with
reviewing foreign language toxtbooks, | have observed that some of the so
called communicative toxthooks hardly contain any activities that encourage
learners o engage in interprefing and negotiating meaning, Musumes) (1957)
corroborates these abservations when she reports an example from a proposal
for a mew language textbok in which “commumicative achvities™ weme
reduced to meaning any kind of pair or group work (p. 130), Taking this mis-
guided line of logic, a new instructor may inaccurately think that a '
deill is a communicative activity if students worked on the deill in pairs. | will
cite one further example. [ was recently asked to evaluate the proposal for a
first-year French texibook that was supposed to be content-based, the conbent
Mngmm:d:lhhﬁtywmmn&mﬂwhmm
instruction, the 12 is used as the medium of communication (as opposed to
the object of study) for subject matter learning. Excited at the prospect of such
& book (as first-year content-based textbooks in French are infrequent), |
agreed to review it However, when | evaluared the sample chapters, | discov-
ered that this was far from being & content-based textbook. The chapters
primarily consisted of detalled grammatical explanations followed by me-
chanical drills that were contextualized with commercial French

‘The authors and editors, evidently, had & very different idea about what









