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European Science Foundation team as: (a) immediate communicative need
and (b) a longer-term and more variable desire for social integration with
the target language community. Functionalists have conducted extensive
comparative cross-language research, but have been mainly interested in
the discovery of universal rather than language-specific characteristics of
the learning process, for example the emergence of the basic variety, or the
development from pragmatic to lexical and morphosyntactic means of
expression.

Functionalist research on the emergence of second language morphology
has, however, concerned itself with instructed learners (e.g. the various
studies reported in Bardovi-Harlig, 2000). These learners are seen as more
successtul in acquiring second language morphology, though functionalists
generally agree that instruction works by increasing the rate of acquisition
and pushing at least some learners further along the acquisitional route,
rather than by altering the route of acquisition in any significant way. It is
not however very obvious from a functionalist perspective why classroom
learners should be more successful than uninstructed learners, as class-
room communicative needs are often very reduced or indirect. It is possible
that classroom discourse forces second language learners to attend to the
communicative value of formal items such as tense and aspect morphology,
which are non-salient or communicatively redundant in evervday dis-
course. But this idea has not been followed up systematically by any of the
research groups whose work has been surveyed in this chapter. We will meet
this proposal again in our survey of input and interaction theories in
Chapter 6.

Input and interaction in
second language learning

6.1 Introduction

In earlier chapters of this book, we have reviewed a range of current per-
spectives on second language learning (SLL) that are concerned primarily
with understanding language learners as autonomous individuals, rather
than making sense of learners’ engagement with their social and linguistic
environments.

In the next three chapters, we progressively turn outr attention to the-
orists who view language learning in more social terms, and who are more
centrally concerned to explain the role of language use in interlanguage
development, In this chapter, we examine research that focuses directly on
the role of environmental language in promoting SLL, in the shape of sec-
ond language input received by the language learner, second language out-
put produced by the learner and second language interaction between the
learner and some other conversational partner. For the most part, this
‘interactionist’ perspective does not challenge the concept of an
autonomous language module or cognitive mechanisms at work within the
indtvidual learner, which develop the interlanguage system by analysing
and processing environmental language in a variety of ways. In Chapters 7
and 8 we examine research that views the learning process itself as social,
and integrates to a significant degree the categories of language use and lan-
guage development, which have been conceptually separate in the
approaches reviewed earlier.

The work reviewed in this chapter takes its original inspiration from the
Input hypothesis advanced by Stephen Krashen since the 1980s
(Krashen, 1982, 1985, 1998). In Chapter 2, we examined the basic claim of
the input hypothesis: that the availability of input which is comprehensible
to the learner is the only necessary condition for language learning to take
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place — provided the learner is predisposed to pay attention to it (see the
companion Affective Filter hypothesis), This claim sparked off a number
of traditions of empirical research into the environmental conditions for
learning, which are still highly active today.

In the early 1980s, the researcher Michael Long first advanced the argu-
ment that in order to understand more fully the nature and usefulness of
input for SLL, greater attention should be paid to the interactions in which
learners were engaged (Long, 1981, 1983a, 1983b). Long argued that these
interactions should not be seen sitnply as a one-directional source of target
language input, feeding into the learner’s presumed internal acquisition
device. Instead, when learners engaged with their interlocutors in negoti-
ations around meaning, the nature of the input might be qualitatively
changed. That is, the more the input was queried, recycled and para-
phrased, to increase its comprehensibility, the greater its potential useful-
ness as input, because it should become increasingly well-targeted to the
particular developmental needs of the individual learner. This view has
become known as the Interaction hypothesis (Long 1981, 1983a, 1996).

A second challenge to Krashen was put forward by the researcher
Merrill Swain, whose work with immersion students experiericing con-
tent-based second language French instruction in Canadian schools had
led her to question the claim that comprehensible second language input
was sufficient to ensure all-round interlanguage development. Swain
advanced another set of claims about the relationship between language
use and language learning, the so-called Qutput hypothesis (Swain,
1985, 1995). The immersion students studied by Swain and her col-
leagues were exposed to French-medium instruction for extended periods
of time, and achieved comprehension abilities in French as a second lan-
guage that were close to native speaker level. However their productive
ability lagged behind, something which Swain attributed to the fact that
their classroom involvement with French mostly involved reading and Lis-
tening to second language input, without corresponding expectations that
they themselves would speak or write in French at a high level. Swain
argued that students could often succeed in comprehending second lan-
guage texts, while only partly processing them, that is, concentrating on
semantic processing. In her view, only second language production (.e.
output) really forces learners to undertake complete grammatical process-
ing, and thus drives forward most effectively the development of second
language syntax and morphology.

These theoretical claims have led to extensive empirical work, examining
the detail of target language input, output and interaction involving second
language learners, and seeking to explain its relationship with interlanguage
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development. In this chapter we review and evaluate this work, which has
taught us a great deal about the kinds of interaction in which learners
typically engage, and about a range of variables that seemn to influence the
quality of these interactions. {Other useful overviews can be found in Pica,
1994; R. Ellis, 1999a, 1999b; Nicholas ez al., 2001; Shehadeh, 2002; Gass,
2003.)

6.2 Input and interaction in first language acquisition

Before examining the second language interactionist tradition in more
detail, however, it will be helpful to recap briefly on current understandings
of the role of input and interaction in first language acquisition. It is well
known that adults and other caretakers commonly use ‘special’ speech
styles when talking with young children, and terms such as baby talk are
commonly used to refer to this. The idea that ‘baby talk’ with its particular
characteristics might actually be helpful to language acquisition, and the
empirical study of caretakers’ interactions with young children, date back to
the 1960s. This empirical research tradition of investigating child-
directed speech {(CDS) has remained very active, although it has
undergone criticism especially from Universal Grammar theorists, In 1986,
for example, Noam Chomsky described as ‘absurd’ the notion that aspects
of first language acquisition could be related to the input (quoted in Snow,
1994, p. 4). In turn, some child language specialists have criticized
parameter-setting models of acquisition as overly deterministic (Valian,
1990) and ignoring substantial evidence of probabilistic learning from
‘noisy’ input (Sokolov and Sniow, 1994, p. 52).

A collection edited by Gallaway and Richards (1994) provides a useful
overview of the interactionist tradition within first language acquisition
studies. The editors of this volume point out that child-directed speech
might be expected to facilitate language acquisition in a wide variety of
ways, including:

managing attention

promoting positive affect

improving intelligibility

facilitating segmentation

providing feedback

provision of correct models

reducing processing load

encouraging conversational participaticn

explicit teaching of social routines.
(Richards and Gallaway, 1994, p. 264)
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However, the contributors to the 1994 collection are cautious about the
extent to which any of these possible child-directed speech contributions to
language acquisition have been solidly demonstrated. Some of the clearest
findings and conclusions from this tradition, which are also potentially
relevant for SLL, are the following:

1. Child-directed speech has mostly been studied in English-speaking
contexts in the developed world, and most usually in a middle-class family
setting. In such contexts, child-directed speech is typically semantically
contingent; that is, the caretaker talks with the child about objects and
events to which the child is already paying attention. Richards and
Gallaway (1994, p. 265) comment that ‘there is much evidence that seman-
tic contingency . . . is facilitative, [though] the final causal link is frequently
lacking’. Also, in child-directed speech explicit formal corrections of the
child’s productions are wnusual, but recasts are comumon; that is, utter-
ances in which the caretaker produces an expanded and grammatically cor-
rect version of a prior child utterance:

CHILD: Fix Lily
MOTHER: Oh. .. Lily will fix it
{Sokolov and Snow, 1994, p. 47)

Sokolov and Snow (1994) argue that these recasts offer children noten-
tially useful negative evidence about their own hypotheses on the work-
ings of the target language, at least implicitly. There is also very
substantial empirical evidence for positive correlations between the pro-
portion of recasts used by a child’s caretakers, and his or her overall rate
of development.

2. As well as more general claims about the overall contribution of
semantic contingency and of recasts, there is evidence for some more
specific claims about the relationship of particular formal characteristics
of child-directed speech and children’s developing control of particular
constructions. For example, there seems to be a relationship between the
caretaker’s use of inverted yes-no questions, for example Haze vou been
sleeping?, and children’s developing control of verbal auxiliaries in English
as a first language, presumably because the fronted auxiliary is percep-
tually more salient than questions marked through intonation only (Pine,
1994, pp. 25-33). However, such relationships are complex and depen-
dent on the precise developmental stage reached by the individual child.
Again, we meet the notion of ‘currently sensitive areas of development’
already encountered in Chapter 5, or as some first language researchers
have expressed it, © “hot spots” of engagement and analysis that lead to a
heavy concentration of available processing capacity on highly relevant
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exemplars for stage-relevant acquisition’ (Nelson er al., 1989, quoted in
Richards and Gallaway, 1994, p. 262).

3. Despite the potential usefulness of child-directed speech as input data,
it is clear that caretakers are not typically motivated by any prime language-
teaching goal, nor is their speech in general specially adapted so as to model
the target gramimar. Instead, its special characteristics derive primarily from
the communicative goal of engaging in conversation with a linguistically
and cognitively less competent partner, and sustaining and directing their
attention (PPine, 1994, p. 19).

4. Cross-cultural studies of interaction with young children have made it
clear that styles of child-directed speech found in middle class Anglophone
societies are far from universal, and that societies can be found where
infants are not seer as conversation partners (see review by Lieven 1994).
For example, in Trackton, a poor rural community studied by Heath

(1983}, in the south-eastern USA, children are not usually addressed

directly by adults, untif they can themselves produce multi-word utter-
ances. Similarly among the Kaluli of Papua New Guinea, infant babbling is
seen as ‘bird talk’ and something to be discouraged rather than engaged
with (Schieffelin, 1985). As children nonetheless learn to speak perfectly
well under these widely ditfering conditions, this cross-cultural evidence
seems to challenge strongly environmentalist explanations of language
learning, by weakening any notion that finely tuned child-directed speech is
actually necessary.

However, Lieven and others point out that even in cultures where child-
directed speech of the Western type is rare or absent, children are constantly
in group settings, and surrounded by contextualized talk routines. In such
settings, their early utterances frequently include partial imitations and the
production of ‘unanalysed and rote-learned segments, picked up in rou-
tinised situations’ (Lieven, 1994, p. 62). Indeed, in some cultures, such as
that of the Kaluli, adults actively teach language by requiring children to
imitate conversational routines directly. We also know that children will not
normally learn a language to which they are merely exposed in a decontex-
tualized way, for example on television {Snow et af., 1976, quoted in Lieven,
1994, p. 59). As Lieven concludes:

The study of child language development cross culturally supports the idea
that children will only learn to talk in an environment of which they can
make some sense and which has a structure of which the child is a part; on
the other hand, children can clearly learn to talk in a much wider variety of
environments than those largely studied to date. This is ... only partly
because of the repertoire of skills that the child brings to the task of learn-
ing to talk. It is also because there are systematic ways in which the struc-
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ture within which the child is growing up gives her/him access to ways of
working out the language.
(Lieven, 1994, p. 73)

From a wide-ranging review of the whole area, Snow concludes that:

The normaily developing child is well buffered against variation in the input
... buffering implies either that only a relatively small amount of social sup-
port of the right sort might be necessary, or alternately that any of several dif-
ferent environmental events might be sufficient for some bit of learning to
occur. Under these circumstances, variations at the margin in the quality of
the linguistic environment a child is exposed to might not have any measur-
able effect on the speed or the ease of language acquisition.

(Snow, 1994, p. 11)

This naturally makes the study of environmental effects very difficuld! And
researchers in this field seem generally to agree:

® that multi-dimensional (modular?) models of acquisition are necessary,
which will' in some way reconcile a range of components which will
include parental input, learning mechanisms and procedures, and innate
{linguistic) censtraints built into the child (Sokolov and Snow, 1994,
p- 51)

& that the way forward in clarifying just how it is that input and interaction
may be facilitating language acquisition lies at present in close, detailed
studies of relationships between particular features of the input, and of
related features in the child’s linguistic repertoire, as they evolve over
time,

They remain hopeful that such studies will eventually demonstrate exactly
how it is that environmental linguistic evidence interacts with and con-
strains the linguistic hypotheses under development by the child learner.

6.3 Input in second language acquisition: Krashen'’s
‘Input hypothesis’

Just as ‘baby talk’ was noted in the early work on child language develop-
ment, as a simplified register used to talk to children, so a number of socio-
linguists in the 1960s and 1970s noticed and commented on what they
called foreigner talk, a simplified and pidgin-like variety sometimes used
to address strangers and foreigners (on Me Tarzan, vou Fane lines; see teview
in Long, 1996, pp. 414-18). It has always been obvicus that comprehen-
sible and appropriately contextualized second language data is necessary
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for learning to take place. However, the precise developmental contribution
of the language used to address second language learners first attracted
serjous attention from psycholinguists and second language researchers in
the light of the Input hypothesis proposed by Stephen Krashen (1982,
1985; see also Chapter 2).

In its most developed form the Input hypothesis claims that exposure to
comprehensible input is both necessary and sufficient for SLL to take
place. The hypothesis states that:

Humans acquire language in only one way — by understanding messages, or
by receiving ‘comprehensible input’. . . We move from i, our current level, to
i+ 1, the next level along the natural order, by understanding input contain-
ing i+ 1 {Krashen, 1985, p. 2).

Linked to the hypothesis are two further ideas:

L] Speaking is a result of acquisition and not its cause.
¢ Ifinput is understood, and there is enough of it, the necessary grammar
is automatically provided. (Krashen, 1985, p. 2)

According to this hypothesis then, how exactly does acquisition take place?
At one point Krashen proposed three stages in turning input into intake:
(a) understanding a second language i + 1 form (i.e. linking it to a mean-
ing); (b) noticing a gap between the second language i + 1 form and the
interlanguage rule which the learner currently controls; and (c) the re-
appearance of the i + 1 form with minimal frequency (Krashen, 1983, pp.
138-93. In other versions of the hypothesis, however, the concept of ‘notic-
ing a gap’ is omitted, and it seems that acquisition takes place entirely inci-
dentally or without awareness,

As numerous critics have pointed out, the Input hypothesis as originally
formulated by Krashen is supported by rather little empirical evidence, and
is not easily testable (e.g. McLaughlin, 1987, pp. 36-51). The concepts of
‘understanding’ and ‘noticing a gap” are not clearly operationalized, or con-
sistently proposed; it is not clear how the learner’s present state of know-
ledge (‘") 1s to be characterized, or indeed whether the ‘i + 1’ formula is
intended to apply to all aspects of language, including vocabulary and
phonology as well as syntax. Above all, the processes whereby language in
the social environment is analysed and new elements are identified and
processed by the ‘language acquisition device’ so that they can influence
and modify the learner’s existing interlanguage system, are not spelled out.

In the following sections of this chapter, we begin by discussing those
research traditions that ultimately take their inspiration from Krashen’s




166 Second language learning theories

proposals. First of all, we examine empirical research associated with the
Interaction hypothesis, which has itself moved through two phases: an
earlier, more descriptive phase, and a later phase which has been more
strongly concerned with the processing of environmental language. Next,
we examine the current state of the Qutput hypothesis. We then follow up
researchers’ growing interest in a particular aspect of interaction, that is, the
provision of different types of feedback on learners’ second language
utterances, by teachers and other interfocutors, and its possible contribu-
tions to the acquisition process. Lastly, we examine briefly some alternative
psycholinguistic theories and claims about the ways in which ‘new’ lan-
guage elements in environmental discourse are identified, analysed and
integrated into the developing second language system: the ‘neoticing’
hypothesis, the ‘input processing® hypothesis and the ‘autonomous
induction” hypothesis.

6.4 Interaction in second language acquisition

As we have seen, Krashen’s proposals encouraged other researchers to
examine more closely the characteristics of the language input being made
available to second language learners. A range of studies conducted in the
1970s and 1980s demonstrated that talk addressed to learners was rarely of
the Me Tarzan, you Jane type. Instead, it was typically grammatically regu-
lar, but often somewhat simplified linguistically by comparison with talk
between native speakers (e.g. using shorter utterances and a narrower range

of vocabulary or less complex grammar; see review in Long, 1083a).

However, as Long also showed, the degree of simplification reported in
many descriptive studies was puzzlingly variable. Also, these studies
typically stopped short at the description of distinctive features of Foreigner
Talk Discourse, as it came to be known. They did not generally go on to
demonstrate either that these special qualities made Foreigner Talk
Discourse more comprehensible, or that it actually promoted second
language acquisition. '

Long proposed a more systematic approach to linking features of
‘environmental’ language, and learners’ second language development. He
argued that this could be done in the following way:

Step 1:Show that (a} linguistic/conversational adjustments promeote (b) com-
prehension of input.
Step 2: Show that {(b) comprehensible input promates {c) acquisition.
Step 3:Deduce that (a) linguistic/conversational adjustments promote (c)
acquisition.
(Long, 1985, p. 378)
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In two studies reported in the same 1985 paper, he showed that ‘lec-
turettes’ pre-scripted and delivered in a modified, Foreigner Talk
Discourse style were more comprehensible to adult second language
learners than were versions of the same talks delivered in an unmodified
style, thus supporting the argument that linguistic modifications could
promote comprehension of input. However, these lecturettes involved
passive listening by the learners. In other work, Long shifted the attention
of the second language acquisition field towards more interactive aspects
of Foreigner Talk Discourse.

6.4.1 Long's ‘Interaction hypothesis’

Long went on to propose his Interaction hypothesis as an extension of
Krashen’s original Input hypothesis. For his own doctoral research (Long,
1980, 1981, 1983a), Long conducted a study of 16 native speaker—native
speaker and 16 native speaker-non-native speaker pairs, carrving cut the
same set of face-to-face oral tasks (informal conversation, giving instruc-
tions for games, playing the games, etc.). He showed that there was little
linguistic difference between the talk produced by native speaker—native
speaker and native speaker—non-native speaker pairs, as shown on measures
of grammatical complexity. However, there were important differences
between the two sets of conversations when these were analysed from the
point of view of conversational management and language functions per-
formed. Specifically, in order to solve ongoing communication difficulties,
the native speaker—non-native speaker pairs were much more likely to make
use of conversational tactics such as repetitions, confirmation checks,
comprehension checks or c¢larification requests (see Table 6.1 for
examples).

As in child-directed speech, native speakers apparently resort to these
tactics in order to solve communication problems when talking with less
fluent non-native speakers, and not with any conscious motive to teach
grammar (Long, 1983b). However, from the perspective of the Interaction
hypothesis, such collaborative efforts should be very useful for language
learning. As they struggle to maximize comprehension, and negotiate their
way through trouble spots, the native speaker-non-native speaker partner-
ships are incidentally fine-tuning the second language input so as to make
it more relevant to the current state of learner development. That is, they
are collaborating to ensure that the learner is receiving 1 + 1, in Krashen’s
terms, rather than i + 3, or indeed, i + 0. As Larsen-Freeman and Long put
it:
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Modification of the interactional structure of conversation ... is a better
candidate for a necessary (not sufficient) condition for acquisition. The role it
plays in negotiation for meaning helps to make input comprehensible while
still containing unknown linguistic elements, and, hence, potential intake for
acquisition.

(Larsen-Freeman and Long, 1991, p. 144)

Following on Long’s original studies, many others drew on the Interaction
hypothesis and used a similar taxonomy of conversational moves to track
meaning negotiations and conversational repair. These are usefully
reviewed by Larsen-Freeman and Long (1991, pp. 120-8) and by Pica
(1994). On the whole, these studies followed designs similar to that of Long
(1980), tracking pairs of native and non-native speakers in various com-
binations, undertaking a variety of semi-controlled conversational tasks.
They have taught us a good deal about the types of task that are likely to
promote extensive negotiation of meaning, inside and outside the
classroom. (For example, convergent, problem-solving tasks in which both
partners control necessary information are more likely to promote negotia-
tion than are more open-ended discussions.) They have also demonstrated
that negotiation of meaning occurs between non-native speaker peers, as

Table 6.1 FExamples of interactional madifications in NS conversations

NS NNS
And right on the roof of the truck place the duck.
The duck. | to take it? Dog?®
Duck. Duck.
It's yellow and it's a small animal. It has
two feet, { put where it?®

You take the duck and put it on top of the truck.
Do you see the duck?* Duck 72

Yeah. Quack, quack, quack, That one. The one
that makes that sound.
Ah yes, | see in the—in the head of him.

OK. See? Put what?®
QK. Put him on top of the truck. Truck?®
The bus. Where the boy is. Ah yes.

¢ Confirmation checks: Maves by which one speaker seeks cenfirmation of the other's preceding utterance
through repetition, with rising intonation, of what was perceived to be all or part of the preceding utterance.

¢ Clarffication requests: Moves by which one speaker seeks assistance in understanding the other
speaker's preceding utterance through questions (including wh-, polar, disjunctive, uninvertad with ris-
ing intanation or tag), statements such as [ dont understand, or imperatives such as Please repeat.

° Comprehension checks: Moves by which one speaker attempts to determine whether the other
speaker has understaod a preceding message.

(Source: Pica et al., 1987, p. 74}
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well as between more fluent and less fluent speakers, given the right task
conditions.

However, as Long (1996) points out, these studies have mostly been
undertaken in Western educational institutions, and we still know little
about the kinds of negotiation and repair that may typify second language
interactions in other contexts. Also, many early interaction studies did not
go beyond the first descriptive steps of establishing the existence and gen-
eral patterning of conversational repair.

6.4.2 Empirical studies linking interaction and comprehension

One of the first studies that arrempted to establish a link between interac-
tional modifications and increased comprehension, was conducted by Pica
and colleagues (Pica et al., 1987). Groups of second language learners lis-
tened to different versions of a script instructing them to place coloured cut-
outs on a landscape picture, and tried to complete the task. One group heard
a linguistically modified version of the script (e.g. with increased redun-
dancy and simplified grammar), but individuals were not allowed to ask any
questions as they carried out the instructions. The second group heard 2 ver-
sion of the script originally recorded with native speakers, but individuals
were encouraged to ask for clarifications, etc., from the person reading the
script. The main result of these requests was a great increase in repetitions of
content words, rather than, for example, any particular simplification of
grammar. Indeed, the authors note that “interaction resulted in inpur that
was more complex than input that was modified according to conventional
criteria of linguistic simplification’ (Pica ez al., 1987, p. 750).

Pica et al. (1987) were nonetheless able to show that the learners allowed
to negotiate the meaning of an unmodified script were more successful on
the task than those who simply heard the simplified script, and argue that
this shows increased comprehension because of interactional modifications
of the input. This study, and others like it, are relevant to Long’s Step 1
quoted above (Long, 1985); they seem to show that interactional adjust-
ments are more effective in promoting comprehension of input than are lin-
guistic adjustments alone.

6.4.3 Empirical studies linking interaction and acquisition

In Long’s Steps 2 and 3, he challenged researchers to link interactional
modifications and learner comprehension to language acquisition. These
links were pursued in several studies reported in the 1990s, though with
somewhat mixed results. Three examples will be briefly considered here.
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A study by Loschky (1994) involved the administration of listening com-
prehension tasks to learners of Japanese as a foreign language. The learners
heard individual locative sentences (in Japanese) such as “To the right of the
pen is a ruler’, ‘A big black circle is above the big black square’, and had to
locate and number the correct items on a range of picture sheets. One
group of learners heard these sentences without any further support; a sec-
ond group heard linguistically modified versions {with some added redun-
dancy) and a third group were allowed to ask for clarifications, etc., as the
sentences were presented.

As in earlier studies, Loschky found that the third condition was most
helpful to the learners in completing the task, that is, he offered further evi-
dence that interaction around meaning aids second language comprehen-
sion. But Loschky also administered pre- and post-tests of language
proficiency to his subjects, comprising a recognition test of relevant
vocabulary, and a grammaticality judgement test on similar locative
structures. Here, he found that all his subjects made significant gains in
course of the study, but that no single group was advantaged over the others
by the differing intervening treatment. Thus, while his study showed inter-
actional modifications leading to increased comprehension (Long’s Step
1), it failed to show any clear link between increased comprehension and
acquisition {Long’s Step 2).

In a not dissimilar study, Gass and Varonis (1994) asked native
speaker-non-native speaker pairs to undertake a problem-solving commu-
nication game. As in the study by Pica er al. (1987) this involved placing fig-
ures in particular focations on a landscape scene, The ‘game’ was run twice,
first of all with the native speaker participants issuing instructions to their
non-native speaker interlocutors, and second, the other way around.

When the native speaker participants gave instructions on the first occa-
sion, half were asked to follow a linguistically pre-medified script, and the
other half followed an unmodified script. For each script, half the native
speaker subjects were instructed to allow negotiation about meaning, and
the other half were not. In this study, both the modified script withour inter-
action, and either script with interaction, seemed to increase non-native
speaker comprehension (as measured by success on the task), compared
with those who heard the unmodified script and could not negotiate around
it. This part of the study is obviously relevant once again to Long’s Step 1.

In the second part of the experiment, however, when the non-native
speaker participants took responsibility for giving instructions, they were
not given any scripts to follow. Once more, half of them were allowed to
negotiate meaning with their native speaker interlocutor, the other haif were
not. (The design of this experiment is shown in Figure 6.1.)
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a. Script Modifled input Unmodified input
(8 dyads) (8 dyads)

] ]

b. Trial 1 Interactive Noninteractive Interactive Moninteractive
{4 dyads) {4 dyads) {4 chyads) {4 dlyads)
c. Trial 2 Inter. Noninter. Inter. Noninter. Inter. Noninter, Inter. MNoninter,

(2 dyads} (2dvyads) (2dyads) (2dyads) (2dyads} (2dyads) (2 dyads} {2 dyads)

Fig. 6.1 The contributions of modified input and interaction to task success:
diagram of experimental design {Scurce: Gass and Varonis, 1994, n. 290)

Interestingly, this time around, it did not make any difference to the suc-
cess of the native speakers on the task, whether their non-native speaker
instructors were allowed to interact with them or not. It seemed that the
quality or intelligibility of non-native speaker directions could not be
improved significantly by ongoing interaction.

A somewhat different kind of development did take place for the ‘nego~
tiation’ group however. It turned out that those non-native speaker sub-
jects who had been allowed to interact with their interlocutor during Trial
1, were significantly better at giving directions during Trial 2, than those
who had not. Gass and Varonis consider the possibility that the non-
native speakers might have learnt a larger number of useful vocabulary
items during their interactive experience of Trial 1, only to reject it.
Instead, they argue that the Trial 2 data shows evidence of non-native
speakers having internalized various useful communicative strategies, as
exemplified below:

First trial

JANE: All right now, above the sun place the squirrel. He’s right on
top of the sun.

HIROSHI: What is . . . the word?

JANE: OK. The sun.

HIROSHI: Yeah, sun, but. ..

JANE: . Do you know what the sun is?

HIROSHI: Yeah, of course. Wh-what’s the

JANE;: Squiirrel. Do you know what a squirrel is?

HIROSHI: No.

JANE: OK.You've seen them running around on campus. They’re lit-
tle furry animals. They’re short and brown and they ear nuts
like crazy.
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Second trial
HIROSHI: The second will be . . . put here. This place is . . . small animal
which eat nuts.
JANE: Oh, squirrel?
HIROSHI: Yeah (laughter).
{Gass and Varonis, 1994, p. 296)

Using the data from the example above, the researchers point out that the
subject Hiroshi seems to have learnt, not the lexical item squirrel, but a strat-
egy for defining it, using more basic vocabulary.

In a third study, Mackey (1999) set out to test whether opportunities to
interact and negotiate for meaning would boost the knowledge of question
forms among learners of English as a second language. Question forms
were selected as the syntactic focus of the study for a number of reasons.
They are readily elicited, and are present at all stages of learning; in addi-
tion, their acquisition has been well studied, and the normal six-stage
acquisition sequence for English question forms is known (see Pienemann
and Johnston, 1987). The participants in the study were lower-intermediate
adult learners, who undertook a range of information-gap tasks that
required them to ask and answer questions (e.g. story completion, spot the
difference, picture sequencing}. Some participants (the “interactors’) were
allowed to negotiate meanings with their native speaker interlocutor,
whereas others were not; all participants carried out further tasks as pre-
tests and as post-tests.

Mackey’s (1999} experimental study produced statistically significant
results showing that the learners who had engaged in interaction pro-
gressed one (or more) stages in second language question formation, while
the non-interactors failed to do so. The following extract illustrates this

development, in the case of one ‘interactor’ participant:

Pretest 55 NNS: The meal is not there?
56 NS:  Noi'’s gone, what do you think happened?
57 NNS: Happened? The cat?
58 NS: Do vou think the cat ate it?
59 NNS: The meal is the is the cat’s meal?
60 NS:  Ir’s not supposed to be the cat’s dinner. I don’t think so.
61 NNS: But although this, this cat have eaten it.

Treatment 4 NNS: What the animal do?
5 NS They aren’t there, theve are no bears.
6 NNS: Your picture have this sad girl?
T NS:  Yes, what do you have in your pictitre?
8 NNS: Whar my picture have 1o make her crying? I don'’t
kroww your picture.
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9 NS Yeak ok, I mean what does your picture show? What'’s

the sign?
10 NNS: Nosign?. .. No, ok, what the mother say to the girl for
her crying?
11 NS:  It’s the sign “no bears’ that’s making hev cry. Whar does
Your sign say?
12 NNS: The sign? Why the girl cry?
Posttest 1 NNS: Whar do your picture haver
Posttest 2  NNS: Whart has the robber done?

NNS: Where has she gone in your piciure?
(Mackey, 1999, p. 577)

In this example we see that the non-native speaker was using canonical
word order with question intonation, in order to ask questions during the
pre-test {Stage 2 of the developmental sequence proposed by Pienemann
and Johnston, 1987). During the treatment the learner produced wh-
fronting, but still with canonical word order (Stage 3). However, by the
time of the second post-test (without any further English as a second lan-
guage instruction), the learner was correctly placing an auxiliary verb in
second position to wh- words (Stage 5). This kind of progress was not
documented for the non-interactor group.

Mackey’s study thus provides some of the clearest evidence available that
‘taking part in interaction can facilitate second language development {1999,
p. 565)°, that is, in support of Long’s Step 3. However, the somewhat con-
tradictory findings of these three studics show a need for stronger theoreti-
cal models clarifying the claimed link between interaction and acquisition.

In fact, these research teams appeal to ideas of neticing, conscious-
ness-raising, attention, etc., as elements to be added to the equation; see
Section 6.8 below. Other researchers, such as Braidi (1995), also criticized
the earlier interactionist research as being too one-sidedly preoccupied with
functional aspécts of second language interaction and of neglecting linguis-
tic theory. Braidi went on to argue for a research agenda tracking the devel-
opment of individual grammatical structures in second language
interaction in much fuller detail (1995, pp. 164-5).

6.5 Rethinking the Interaction hypothesis

Over time, second language input or interaction researchers have shown
themselves quite responsive to the ongoing development of both linguistic
and information processing theory within second language acquisition
studies. This is evident in Long’s eventual reformulation of the Interaction
hypothesis (1996), which places much more emphasis on linking features of
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mput and the linguistic environment with ‘learner-internal factors’, and
explaining how such linkages may facilitate subsequent language develop-
ment (Long, 1996, p. 454).

Long’s 1996 version of the Interaction hypothesis reads as follows:

It is proposed that environmental contributions to acquisition are mediated
by selective attention and the learner’s developing 1.2 processing capacity,
and thar these resources are brought together most usefully, although not
exclusively, during negotiation for meaning. Negative feedback obtained during
negoetiation work or elsewhere may be facilitative of L2 development, at least
for vocabulary, morphelogy and language-specific syntax, and essential for
learning certain specifiable 1.1-1.2 contrasts.

(Long, 1996, p. 414)

This new version of the hypothesis highlights the possible contribution to
second language learning of negative evidence as to the struciture of the
target language, derivablé from environmental language (i.e. from Foreigner
Talk Discourse). It alse highlights the attempt to clarify the processes by
which input becomes intake, through introducing the notion of selective
attention. These concepts are also repeatedly referred to, in current dis-
cussions of output and its contribution to language development. In the next
section we review recent empirical investigations into Swain’s Qutput
hypothesis, before considering these concepts more fully in later sections.

6.6 Output in second language acquisition

Most language learning researchers agree that output is necessary to
increase fluency, that is, learners must practise producing second language
utterances if they are to learn to use their interlanguage system confidently
and routinely, However, the Output hypothesis advanced by Swain
(1985, 1995) makes a number of claims which go beyond this ‘practice’
function of output, and which have to do with the development of the inter-
language system, and not only increased efficiency in using it.

Swain (1995, p. 128) proposes three further functions for learner output:

® the ‘noticing/triggering” function, or what might be referred to as the
consciousness-raising role

® the hypothesis-testing function

® the metalinguistic function, or what might be referred to as its ‘reflective’
role,

That is to say, she believes that the activity of producing the target language
may push learners to become aware of gaps and problems in their current
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second language system (first function); it provides them with opportun-
ities to reflect on, discuss and analyse these problems explicitly (third func-
tion); and of course, it provides them with opportunities to experiment with
new structures and forms (second function).

In her own ongoeing research, Swain has concentrated largely on the
‘reflective’ role of output, and especially the possible contribution of meta-
linguistic talk between peers to second language development (see Swain and
Lapkin, 1995, 1998; the latter discussed more fully in Chapter 7). Other
researchers have conducted research that tries to link learners’ opportunities
for output more directly to second language development. For example, R.
Ellis and He (1999) and de la Fuente (2002) have researched the contribu-
tion of learner output to second language vocabulary acquisition.

In the first of these studies, R. Ellis and He (1999) worked with low-
proficiency English second language learners, using a pool of unfamiliar
furniture vocabulary (Jamp, cushion, etc.). All the learners carried out a
design task, placing small pictures of the furniture items around the plan of
an apartment, but one group received pre-modified instructions that they
could not negotiate. A second group received the same instructions but
could negotiate if meanings were not clear, while the third group were
required to give the instructions to an interlocutor. In this study, pre-tests
and post-tests of the selected vocabulary showed that the third, ‘output’
group outperformed the others both receptively and productively. The de la
Fuente stidy (2002) had a similar design, though with learners of Spanish
as a second language rather than English. In this case, the “‘cutput’ group of
learners also outperformed the rest of the students at post-tests, as far as
productive vocabulary was concerned. However for receptive vocabulary,
the ‘negotiation’ group achieved the same level as the ‘output’ group, while
outperforming the ‘no negotiation® group.

The studies just quoted seem to show clear benefits arising from ‘push-
ing’ students to produce second language output, at least as far as vocabu-
lary is concerned. Regarding second language grammar, as Shehadeh
(2002) points out, there is still relatively little evidence. Nobuyoshi and Ellis
(1993) conducted a small-scale study of the role of output in the develop-
ment of English past tense. They tried to encourage English second lan-
guage learners to modify their output by means of clarification requests, as
in the following example:

Learner:  last weekend, a man painting, painting ‘Beware of the dog’

Teacher:  sorry?

Learner:  a man painted, painted, painted on the wall ‘Beware of the dog’
{Nobuyoshi and Ellis, 1993, p. 205)
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Of the three students who had received this treatment, two maintained the
resulting increased accuracy in using past tense forms, whereas no onein a
comparison group improved.

Larger studies by Izumi et al (1999) and Tzumi and Bigelow (200()
explored the potential of pushed output to promote English second lan-
guage students’ learning of the counterfactual conditional in English (e.g. If
Ann had travelled to Spain in 1992, she would have seen the Olympics).
Experimental groups were given different kinds of texts including rich
examples of the structure, and had to generate similar texts (in an essay
writing task and a text reconstruction task). Control groups meanwhile
received the same texrual mputs, but did other activities hased on them
(e.g. answered comprehension questions). The writings of the experimental
groups showed significant improvement during the experimental treat-
ment, but on the eventual post-tests, focusing on the target grammar struc-
ture, the control groups performed just as well. Thus it seemed that rich
input combined with.a variety of ‘noticing’ activities, may have been enough
m this case to lead to grammar learning, without any added benefit being
derived from the output requirement.

Up to now therefore, it seems that the benefits of ‘pushed output’ remain
somewhat elusive and hard to demonstrate, at least as far as second lan-
guage grammar development is concerned, In an extensive review,
Shehadeh {2002, p. 597) comments that ‘there is still a severe lack of data
showing that learner output or output modifications have any effect on sec-
ond language learning’. Like Braidi (1995} he argues the need to trace
learners’ linguistic development much more closely, and also argues for a
closer examination of the psycholinguistic and information-processing
functions of learner output.

6.7 Feedback, recasts and negative evidence

In this section we look more closely at recent research on the role of feed-
back in second language interaction, and its possible contribution to inter-
language development. First, in Section 6.7.1, we return briefly to child
first language acquisition and review the debate around the significance of
adult recasts of child utterances for first language development. In sections
6.7.2 and 6.7.3 we then examine observational research into the naturalis-
tic use of recasts and other related kinds of feedback with second language
learners, in dyadic settings and in classrooms. Lastly, we consider
experimental research where the occurrence of recasts was controlled and
manipulated, and its impact on learner developrnent was studied using pre-
test and post-test designs.
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6.71 Negative evidence in first language acquisition

We saw in Section 6.2 that the existence and usability of negative
evidence in child-directed speech has become important in debates on
first language acquisition. The argument sharpened as studies of child-
directed revealed that caretakers’ speech with young children was, in gen-
eral, regular and well formed, that is, it seemed to provide essentially
positive evidence on the nature of the language system to be learnt.
Moreover, it seems that explicit negative evidence, in the form of parental
correction of children’ grammar mistakes, is rare.

Theorists arguing for a strongly innatist model of language learning
have claimed that language is simply not learnable from the normal type
of input, which provides mostly positive evidence of the structure of the
target language, and lacks negative evidence in the form of, for example,
grammar corrections (Wexler and Culicover, 1980; Pinker, 1989). In the
absence of negative evidence, how are learners to discover the limits and
boundaries of the language system they are learning? For nativists, the
answer lies in the existence of some form of Universal Grammar, which is
needed to eliminate many possible generalizations about language struc-
ture that are compatible with the input received, but are actually incor-
rect.

We saw in Section 6.2 that a number of child language researchers have
responded to this view, by re-examining and reinterpreting <hild-directed
speech data. Researchers such as Bohannon ez al. (1990} and Farrar (1992)
assert that negative evidence is much more prevalent in child-directed
speech than was previously thought, in particular by asserting that care-
takers’ recasts of poorly tormed child utterances offer implicit negative
evidence about children’s interim grammatical hypotheses. There is contro-
versy among child language researchers on this issue, particularly concern-
ing the standards to be applied to evidence supporting claims that recasts
promote grammartical development (see Morgan er al., 1995; Bohannon et
al., 1996). From his review, however, Long (1996) concludes that first lan-
guage acguisition researchers have generally succeeded in demonstrating

- that (implicit) negative evidence: (a) is regularly available in child-directed

speech; (b) exists in usable form; and {c) is picked up and used by child
learners, at least in the short term. Whether negative evidence is necessary
for the acquisition of core aspects of language (e.g. of the principles speci-
fied by Universal Grammar theory) still remains less clear, however.
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6.7.2 Negative feedback and recasts in native speaker-non-
native speaker and non-native speaker—non-native
spesaker discourse

In the light of this first language debate, related questions can be asked
about the role of negative evidence in SLL. For example: To what extent is
indirect negative evidence about the nature of second languages made
available to second language learners, in the course of interaction? And to
what extent do learners (a) notice and (b) make use of this evidence?

A number of studies have recently pursued these questions by analysing
spoken interaction involving second language learners. These studies have
looked for different kinds of negative feedback produced in response to
learners” non-standard utterances, including negotiation moves such as
clarification requests and confirmation checks, discussed in Section 6.4
above. However, particular attention has been paid to the occurrence of
recasts, re-defined by second language researchers as ‘responses to non-
target non-native speaker utterances that provide a target-like way of
expressing the original meaning’ (Mackey er af., 2003, p. 36). An example
of a recast offered by Mackey er afl. (2000, p. ‘1 1) reads:

Student: Why does the aliens attacked earth?
Teacher: Right. Why did the aliens attack earth?

Here, the teacher does not explicitly criticize the student’s utterance, or
provide any grammatical explanation, and this is typical of feedback in the
form of recasts. However, such reformulations of faulty utterances are
believed by many interactionist second languhge acquisition researchers to
provide important indirect negative evidence for the learner about prob-
lems in their output. These researchers have also been very interested in
uptake of the recasts, in immediately following utterances produced by the
learner. The following example comes from Oliver:

Teacher What did you do in the garden?
NNS student {child) Mm, cut the tree
Teacher You cut the trees. Were they big trees or were they

little bushes?
NNS student (child) Big trees
(Oliver, 2000, p. 140)

Here, the teacher recasts the child’s first utterance ‘cut the tree’, expanding
it by the addition of plural -s. The child’s second utterance ‘big trees’ also
includes plural -5, and can be interpreted as reflecting uptake of the forego-
ing recast.
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In order to explore the extent to which negative feedback is actually avail-
able to second language learners, and how far they make use of it, QOliver
(1995) recorded pairs of native speaker and non-native speaker children car-
rying out problem-solving tasks in English (picture completion). In this
study, more than 60% of the errors made by the non-native speaker children
received some form of negative feedback from their native speaker partner.
Most frequent were negotiations of some kind (clarification requests, con-
firmation checks); these predominated where non-native speaker utterances
included multiple errors or were semantically ambiguous, However, recasts
also occurred, usually in response to utterances containing single errors, and
also in association with particular types of grammar mistake (see the follow-
ing example; see also Table 6.2 for the general relationships found in Qliver’s
data between error types and native speaker responses).

The following example illustrates the pattern in which a native speaker
responded with negotiation when the NNS’s meaning was ambiguous, such
as that caused by poor word choice:

(4) NNS NS
It go just one line
Just along the line?
Yer.

In the next example, an error was recast as the meaning was transpatent;

(5) NNS NS
And the . . . boy is holding the girl hand and . ..
Yer.
The boy is holding
the girl’s hand.
{Oliver, 1995, p. 473)

Table 6.2 Child NS responses to different types of error

Error Negotiate Recast ignore P

{%) (%} {%)
Article (n = 69} 32 25 43 0.1645
Auxfcopula {n=132) hd 7 38 0.0001#**
Sing/pl/conc (n=17) 18 47 35 0.007%*
Proncun {n = 27) 63 7 30 0.0399*
Tense (n=19) 37 16 47 0.7853
Word orderfomission (n = 77) 53 14 33 0.0364%
Word choice (n = 78) 54 10 36 0.0102*
No subject (n = 39) 64 5 3 0.0032**
Pronunciation {obvious errar) {n = 42) 43 26 28 0.1245

*p<.0b; **p<.01; ***p=0.001
(Source: Oliver, 1995, p. 471)
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As well as docurnenting extensive negative feedback produced by her native
speaker subjects, Oliver also showed that her non-native speaker learners
could make use of the information provided. In this particular study, the
learners incorporated just under 10% of the recasts into their following
utterances. This seems a low figure, but Oliver argues that on many occa-
sions, it was not conversationally appropriate or possible to do so. She also
points out that the learners were operating under developmental con-
straimats:

NNSs can only incorporate structures when it is within their morphosyntac-
tic ability to do so (Meisel et al., 1981; Pienemann, 1989). That is to say,
input, and in this case, recasts can only be usable if they are within the learn-
ability range of the NNS . . . It is quite probable thar 2 substantial proportion
of the recasts that were not incorporated were beyond the current 1.2 pro-
cessing abilities of the NINSs.

(Oliver, 1995, p. 476)

Overall then, Oliver interprets her data optimistically as showing not only
the availability of negative evidence in conversational Foreigner Talk
Discourse involving children, but also its usability and take-up, within the
limits of the learners’ current processing ability.

Further studies of this type have been carried out with adult learners as
well as children, and with non-native speaker interlocutors as well as native
speaker interlocutors (Oliver, 2000; Mackey et al., 2003). These later stud-
ies show that the amount of negative feedback made available is somewhat
variable, depending on interlocutor and on setting. This is also true of the
extent to which learners act upon it and make use of the recasts in follow-
ing utterances. However, both these later studies confirm the basic finding
of Oliver (1995): that negative feedback occurs regularly in most kinds of
second language interaction, in response to non-target-like utterances, and
that learners regularly avail themselves of the opportunities offered to pro-
duce more target-like utterances.

6.73 Negative feedback and recasts in the second
language classroom

Further observational studies have examined the occurrence, and apparent
effects, of negative feedback in the second language classroom. These class-
room studies are variants on a quite longstanding tradition of research into
classroom error correction, which had already suggested some benefits
from active correction strategies (see detailed reviews in Chaudron, 1'988,
pp. 175-8; DeKeyser, 1993). They typically evaluate the usefulness of
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recasts as compared with other types of negative feedback, as reflected in
student uptake in irmiediately following interaction sequences.

A number of studies by Lyster and colleagues illustrate this type of class-
room investigation. For example, a study conducted in a Canadian immer-
sion context (Lyster and Ranta, 1997) looked at different types of error
feedback offered by teachers, during content lessons and ‘thematic’ French
language arts lessons. They noted that recasts were much the most common
type of feedback (60% compared with 34% for negotiation of form and 6%
for explicit meta-linguistic corrections). However, recasts were much less
likely to lead to immediate self-correction by the students, relatively speak-
ing, than were other feedback types. A further analysis of the same recorded
lessons (Lyster, 1998) showed that the kind of negative feedback provided
by the teachers varied according to the type of error that had been made.
The teachers were much more likely to respond to lexical errors with some
kind of negotiation (e.g. clarification requests), while they typically
responded to both grammatical and phonological errors with recasts, As far
as the phonological errors were concerned, recasting seemed an effective
teacher strategy, as the students later repaired more than 60% of these mis-
takes. However, recasting was much less effective for repair of grammar
mistakes; only 22% of all spoken grammar mistakes were corrected, and the
majority of these grammar repairs happened when the teachers adopted the
{less usual) strategy of negotiation. Similar evidence is offered by a study of
a cornrnunicatively oriented adult English second language classroom, by
Panova and Lyster (2002},

Lyster and his colleagues interpret their findings as showing that while
recasts may offer valuable negative evidence, students are not necessarily
under pressure to attend to them, at least in communicatively oriented
classroom settings. They suggest that more interactive feedback modes may
therefore be more effective in pushing classroom learners to amend their
hypotheses about second language grammar, as well as vocabulary.

6.74 Experimental studies of negative feedback

How can we tell whether negative feedback provided during face-to-face
interaction is promeoting second language development? The studies that we
have just described seem to make the assumption that improved perfor-
mance in immediately succeeding utterances can be taken seriously as evi-
dence of learning. However, the researchers responsible for these
descriptive studies are generally aware that this is a somewhat speculative
assumption. It is possible that the corrections which are produced by learn-
ers immediately after negative feedback are quickly forgotten, and do not
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affect their underlying interlanguage system; it is also possible that recasts,
etc.,, can function as effective input and lead to learning, without any
explicit repair being produced.

For these reasons, a number of researchers have moved beyond descrip-
tive accounts of negative feedback, and have tried to design more focused
experimental studies of its effect on SLL. An example is the study by
Mackey and Philp (1998) of the use of recasts, and their impact on the
learning of English as second language question forms. In this study, 35
adult learners took part in a specially designed programme of information-
gap rasks, which pushed them towards producticn of English as second lan-
guage questions (story completion, picture sequencing, picture drawing).
The students carried out the tasks with a native speaker interlocutor, and
also completed a series of pre- and post-tests that identified their level on
the Pienemann and Johnston (1987) developmental scale for English ques-
tions {see Section 6.4 above).

Some of the adults in the study received intensive recasting from the
native speaker interlocutor whenever they made an error in question for-
mation. Others did the same tasks, but without receiving the recasting
‘treatment’, ‘whereas a control group did the pre- and post-tests only.
During the actual study, the learners who received the recasts very seldom
repaired or modified their utterances in response to them (only 5% of
recasts were followed by learner repairs). However, the post-tests showed
that most of the learners who began the study at Stage 4 on the develop-
mental scale for questions, and who experienced recasting, progressed by at
least one Stage (i.e. to Stage 5) in course of the study. No other group made
similar progress; the researchers interpret these results as showing that
recasting was beneficial for learners who were developmentally ready, in
spite of the lack of overt uptake while interaction was actually in progress.

The Mackey and Philp (1998) study compared the effectiveness of inter-
action plus recasting, with interaction alone, and found that the inclusion of
recasting seemed to promote interlanguage development as far as question
formation was concerned (though only for the most advanced learners in
the study). Similar resuits have been found in a small study of English as
second language storytelling with and without interlocutor recasts (Ifan
2002); in this case, the recast condition led to greater consistency in use of
English past tense inflections as measured on delayed post-tests. Other
experimental studies have compared the provision of models (positive
examples of selected second language structures) with the provision of
reactive recasts (Long ez al., 1998; Ayoun, 2001). However, these studies
have produced mixed findings. For examiple, the carefully designed study of
Long er al. {1998) used communicative games played by learners with
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native speaker interlocutors, to explore the effect of recasts versus model-
ling on acquisition of four grammatical structures, two in Japanese as sec-
ond language and two in Spanish as second language. In this case the
‘recasting’ condition produced significantly enhanced learning for only one
of the four targer structures,

As Nicholas ez al. (2001) point out the findings to date for ‘negative feed-
back’ research are still somewhat inconclusive and difficult to interpret.
One increasingly recognized problem is that we still know very litde about
how much attention learners pay to the feedback they receive, or how they
interpret it. Some researchers are now trying to use a variety of introspec-
tion techniques, in order to tap into learners’ thought processes during
second language interaction. For example, Mackey et al. (2000} made
video-recordings of dyadic interactions, and played them back to the learn-
ers concerned, asking them to recall their thinking during selected correc-
tion episodes, as these were replayed to them. The recall showed that
learners had been aware of lexical and phonological correction episodes,
which they could identify and comment on. However, they were less likely
to have noticed grammatical episodes, or to identify them correctly if they
did notice them, as the learner’s comment on the following episode shows:

Morphosyntactic feedback without recall of content
NNS (on video}: It have mixed colours

NS: It has mixed colours

NNS: Mixed colours aha

NNS (subsequent recall):  Uh, I was thinking . . . nothing, she just repeat
what I said

(Mackey et al., 2000, p. 486)

Here, the learner made a verb inflection mistake during the video interac-
tion, which was recast by the native speaker interlocutor. However, her
comments during the recall activity suggest she was aware only that her
message was repeated, and had not noticed the grammatical correction in
the recast.

6.8 Attention, consciousness-raising and ‘focus on
form’

We saw in Section 6.5 how recent versions of the Interaction hypothesis
have given more importance to the internal processing capacities of the
language learner. In particular, researchers have developed the idea that the
amount of attention which the learner is paying to matters of form may
influence the extent to which second language input and interaction
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actually produce second language intake, thar is, new language which has
been processed sufficiently for it to become incorporated into the learner’s
developing second language system. This argument is attractive, in view of
the mixed results of studies of output, negative feedback, etc., and their
effect on second language development.

One of the researchers who has been most influential in promoting this
view is Richard Schmidt (1990, 1994, 2001). Schmidt is careful to distin-
guish among different types of attention that learners might pay to language
form. He uses the term noticing to refer to the process of bringing some
stimulus into focal éttention, that is, registering its simple occurrence,
whether voluntarily or involunitarily (‘for example when one notices the odd
spelling of a new vocabulary word’, Schmidt, 1994, p. 17). He reserves the
terms understanding and awareness for explicit knowledge: ‘awareness
of a rule or generalisation’ (Schmidt, 1994, p. 18).

Schmidt is generally optimistic about the contribution of both kinds of
attention to language learning. His main evidence in support of the signifi-
cance of noticing comes from his own personal diary, kept while learning
Portuguese (with accompanying tapes of his own conversational develop-
ment; Schmidt and Frota, 1986). An extract from the diary, recording evi-
dence of noeticing for certain Portuguese question forms is presented below:

Journal entry, Week 21 ... I'm suddenly hearing things I never heard before,
including things mentioned in class. Way back in the beginning, when we
learned question words, we were told that there are alternative long and short
forms like o gue and o gue ¢ que, quem ot guem é gue. 1 have never heard the long -
forms, ever, and concluded that they were just another classroom fiction. But
today, just before we left Cabo Frio, M said something to me that I didn’t
catch right away. It sounded like French gue’est—ce gue ¢’est, only much abbre-
viated, approximately [kekse], which must be (0} que (&) que (vo) cé . ..

Journal entry, Week 22. I just said to N o que é gue vocé quer, but quickly: [kek-
seker]. Previously, I would have said just o que. N didn’t blink, so I guess I got
it right.

(Schmidr, 1990, p. 140)

Schmidt comments on this data extract as follows:

In this particular case, it is very clear that these forms had been present in
comprehensible input all along. £ gue variants of question words were used by
my interlocutor on all the conversational tapes; 43 per cent of all question
words on the first tape are of this type. I heard them and processed them for
meaning from the beginning, but did not notice the form for five months,
When I finally did notice the form, I began to use it.

(Schmidt, 1990, p. 141)
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On the basis of this kind of evidence, Schmidt (1994, p. 17) has argued that
‘noticing is the necessary and sufficient condition for the conversion of
input to intake for learning’, though he later modified this view to the
weaker claim that ‘more noticing leads to more learning’ (Schmidt, 1994, p.
183,

The possible significance of attention for second language uptake is high-
lighted by Long in the revised version of his Interaction hypothesis, as
pointed out above in Section 6.5, and has been commented on by a range
of interaciionist researchers (Pica, 1994; Nicholas et al., 2001). In particu-
lar, Nicholas et af. (2001) try to explain the mixed results of research into
the effectiveness of negative feedback, by stressing the linked issues of
saliency and attention, quoting Doughty (1999) to the effect that:

recasts in L2 classrooms are effective if they are accompanied by some addi-
tional cue, telling learners that it is the form and not only the meaning of their
utterance that is in focus.

(Nicholas et al., 2001, p, 748)

Some interactionist researchers have recently undertaken empirical investi-
gations to clarify how selective attention, or “noticing’, may be influencing the
processing of utterances during second language interaction. In a laboratory
study, Philp (2003) gave English second language learners a story comple-
tion and a picture learning task, similar to those used in previous studies of
guestion formation by Mackey and colleagues. The learners had to ask ques-
tions to complete the tasks, and their errors received active recasts from their
native speaker interlocutors, However, at intervals the learners were
prompted by a signal to repeat what the interlocutor had just said, and their
ability to do this was taken as evidence that they had been ‘noticing’ the
recasts, at least enough to be holding them in working memory.

It turned out that the participants in Philps’ study could reproduce a high
proportion of the recasts that they heard. However, the accuracy of these
repetitions depended on: (a) the learner’s language level; (b) the length of
the recast; and (c) the number of corrections it contained. In particular,
learners had great difficulty in repeating question forms that were not cur-
rently part of their interlanguage grammar, unless the utterances contain-
ing them were very short. Philp concludes that:

In terms of understanding the processes of SLA, these findings support the
claim for an interface berween interaction, noticing, and SLA {Long 1996).
However, the relationship between interactional modifications, noticing, and
intake is highly complex, balancing the learner’s II. knowledge and atten-
tional resources against linguistic forms in the input.

(Philp, 2003, p. 120)
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Introducing  another recent experimental study, Ieeman (2003)
discusses further the ambiguous status of recasts, She argues that they
are best interpreted -as offering both positive and negative evidence
about second language form (the positive evidence being contained in
the recasting utterance itself, the negative evidence in the conrrast
between the recast and the foregoing erroneous utterance). Like
Nicholas et af (2001), she claims that the most imporrant feature of
recasts may not be the negative evidence they provide. Instead, it may
be the increased prominence or saliency of the new form within the
recast, which is most helpful in catching the attention of the learner,
and thus making the second language form available for processing and
internalization.

In Leeman’s laboratory study with adult learners of second language
Spanish, noun-adjective agreement was the language focus. The learners
completed picture comparison tasks working in pairs with nagve speakers
in which objects (such as chairs and tables) were only distinguished by fea-
tures (such as colour). Leeman (2003) tried to trace the effects of the dif

ferent aspects of recasts, by providing and comparing the following
treatments:

® Negative evidence alone: learners are told that they have made an
error but not given any positive model,
® Enhanced salience alone: learners are given exaggerated models of
the target form (normally unstressed end-
ings are stressed).
® Recasts (interpreted as learners receive conventional recasts.
negative evidence plus '
enhanced salience):
® Control: learners receive ordinary models of the
target form.

The results of this laboratory study showed that the recasts group and the
erthanced salience group both significantly outperformed the contro] group

on almost all measures of noun-adjective agreement, while the negative evi-
dence group did not. This leads Leeman to conclude that:

The findings reported here are highly suggestive regarding the role of atren-
tion and salience in ST.A ... A logical interpretation is thar enhancing the
salience of certain forms led learners to attend to those forms. .. It seems rthat
some interactional features, recasts among them, can lead 1o greater develop-
ment by highlighting specific forms in the input.

{(Leeman, 2003, p. 57)
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6.9 Theorizing input and interaction research

Our survey of input, output and interaction research has shown that a good
deal of the research carried out has been descriptive in hature, and attempts
to link different types of second language use with SLL have so far pro-
duced only mixed results, Commentators such as Braidi (1995) and
Shehadeh (2002) have argued for greater clarity about the linguistic models
which underpin this research, and numerous commentators have argued
for more detailed attention to the internal processing which makes exter—
nally encountered language stimuli interpretable and usable for restructur-
ing the interlanguage system. That is, it seems that stronger theorizing is
required, for interaction studies to progress,

Clearly, interactionist researchers themselves are Increasingly interested
in modelling internal linguistic and psycholinguistic factors, as their con-
cern, for example with selective attention, shows, However, no very full or
detailed models of language processing have been proposed by any of the
interactionist researchers discussed so far in this chaprer.

In this section we comment briefly on two models that have been
advanced with the intention of solving this problem: these are known as
input processing theory and autonomous induction theory,

6.9.1 Input processing

Input processing theory has been developed over the last decade by Bill
VanPatten and associates {VanPatten, 1996, 2002). This particular the-
ory has become well known largely because of an associated research
programme on language pedagogy, known as processing instruction
(see VanPaiten and Cadierno, 1993). The theory is concerned to explain
how environmental second language input becomes converted into
intake:

Intake is defined as the linguistic data actually processed from the input and
keld in working memory for further Processing. As such, IP attempts to
explain how [earners get form from input and how they parse sentences dur-
ing the act of comprehension while their primary attention is on meaning.
{VanPatten, 2002, p.757)

Input processing theory does not offer a complete model of these processes,
Instead, it offers a set of ‘principles’ that seem designed primarily to explain
the apparent failure of second language learners to process completely the
linguistic forms encountered in second language input, and hence to
explain their impoverished intake which in turn restricts the development
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of grammatical form. The input processing principles assume that learners
have preferences for semantic processing over morphological processing, so
that, for example, they process content words in the input before anything
else, prefer to extract semantic information from lexical items rather than
grammatical items (such as inflections), and prefer to process ‘meaningful’
morphology rather than ‘non-meaningful’ morphology. Take, for example,
an English sentence such as, W travelled to London by train yesterday. In this
sentence, past time is signalled twice, by the -ed verb inflection, and by the
adverb ‘yesterday’. According to input processing theory, learners are likely
to parse a sentence like this only incompletely, extracting temporal infor-
mation from the adverb and ignoring the ‘redundant’ verb inflection. {(We
have come across similar suggestions associated with other theories, e.g. the
QOutput hypothesis.)

Input processing theory also imputes to learners a number of other oper-
ating strategies, such as the “first-noun’ strategy which assigns the role of
Subject to the {irst noun encountered in an utterance, and a preference for
processing the beginnings and ends of sentences, over analysing medial
elements. (This preference would also favour the processing of sentence-
final ‘yesterday’ in the earlier example.)

This approach has led to a series of pedagogical experiments that have
tried to force second language classroom learners to parse input morpho-
logy more fully, In these experiments, learners are typically provided with
input data in which morphology provides the main clues as to meaning. For
example, they may be exposed to input in which verb inflections are the
only available clues that provide temporal information, or in which prep-
ositional phrases are the only available clues for location; see various studies
reviewed in VanPatten {2002),

However, input processing theory is primarily focused on explaining the
shortcuts and restricted processing strategies which learners seem to use.
Thus it clearly does not offer a complete model of normal or successful pro-
cessing of input, which presumably involves full parsing of input on a num-
ber of levels, plus procedures for the linking of form to meaning. Input
processing theory also does not offer any extended explanation of how
intake (defined here as analysed input, held in working memory) is
processed further and becomes integrated more permanently in some way
into the developing interlanguage system.

6.9.2 Autonomous induction theory

A much more complete and ambitious model of these processes is offered
by Suzanne Carroll’s Autonomous Induction theory (Carroll, 2000).
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Carroll reminds us that the understanding of second language acquisition
processes requires:

® an adequate theory of the representation of language in the mind (i.e. a
property theory)

® an adequate theory of how language is processed, both receptively and
productively

® a theory of how our mental representations of language can be changed,
when we discover that our (interlanguage) representations are not
adequate to process the environmental language we encounter (i.e. a
transition theory).

Carroll accepts that our mental representations of language involve a
number of distinct modules, as suggested by Universal Grammar, with
limited interconnections. However, she rejects parameter (re)setting as a
totally inadequate metaphor for the ways in which SLIL. takes place, that
is, it 1s inadequate as a transition theory. Instead, she proposes a version
of inductive learning (i-learning), which is initiated when we fail to parse
incoming language stimuli adequately using our existing mental represen-
tations and analysis procedures. ‘Inductive learning’ is the term applied to
learning by generalization from examples, It has been commonly criti-
cized as inadequate with reference to language learning, because it fails to
explain why learners processing the environmental language around them
are so successful at working out the complexities of natural language, and
in particular, why they never produce so-called ‘wild grammars’. Carroll
argues that the i-learning of Autonomous Induction theory differs from
other mductive language learning theories such as the Competition
Model (MacWhinney, 1999; 2001} because it is constrained by the pre-
existing mental representations of language, which are strongly resistant
to change.

Carroll’s model is complex, and the full details are beyond the scope of
this book. However, it is relevant to this chapter because she also presents a
well-developed critique of interactionist research, for its theoretical limita-
tions; for example, for its neglect of the detail of language processing which
converts language stimuli into interpretable input. For example, she chal-
lenges a commonplace among interactionist researchers, who claim that
increased comprehension (of second language meaning) can lead to identi-
fication and acquisition of language form, in a sequential manner (Steps 2
and 3 in Long’s original Interaction hypothesis). Carroll points out that this
is logically impossible. For one thing, unless enough formal analysis is done
so that elements such as phonemes, syllables and words are identified in the
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speech stimulus as it Hows by the learner, there is no way of generating any
interpretation of its meaning,

6.10 Evaluation: the scope of interactionist research

The Input, Output and Interaction hypotheses have led to very active
strands of empirical research. A first phase of research leaned heavily
towards documenting the phenomenon of meaning negotiation. If it could
be shown that negotiation increased comprehensibility of target language
input, it was assumned that this would also enhance second language acqui-
sition.

Later phases of interactionist research have developed in at least two
ways. First, researchers have shown rather more concern to relate
environmental factors in language learning to linguistic theory, and in
particular to the assumptions of Universal Grammar. One obvious
manifestation of this concern has been the recent interest in the possible
significance of the negative evidence made available in second language
interaction, for language acquisition. On the other hand, interactionist
researchers have sdll not fully clarified their views regarding the most
appropriate property theory that could be used to conceptualize the tar-
get of interaction-based learning. Some researchers have suggested that
interaction may be most helpful in learning those aspects of the target
language that fall ourside the Universal Grammar core {e.g. peripheral,
langnage-specific features of syntax}. But it is still rare to find extensive
discussions of these issues in the interactionist literature (with clear
exceptions such as Carroll, 2000},

Second, interactionist research has paid increased attention to informa-
tion processing issues, and the complications that are involved in the con-
version of environmental language firstly into input, and subsegently into
intake. Again however, interactionists have fixed on particular aspects of
this problem, such as the possible role of selective attention, the usefulness
of heightened saliency for promoting language processing, or the possible
influence of a variety of processing constraints on intake. Attempts such as
those of VanPatten and of Carroll to build fuller and more detailed models
of the complete parsing process, and of what happens when parsing fails,
temain relatively unusual and have not been fully integrated with the
empirical traditions of interactionist research. However, calls for a more
principled approach to theory building continue to be made {(Nicholas ez
al., 2001; Shehadeh, 2002).
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©6.10.1 Achievements of interactionist research

The achievements to date of research in the Input or Interaction tradition
may be summarized as follows:

¢ It has been shown that native speaker and non-native speaket interlocu-
tors (child and adult) can and will work actively to achieve mutual
understanding, at least when undertaking a fairly wide range of problem-
solving tasks.

® It has been shown that these negotiations involve both linguistic and
interactional modifications, which together offer repeated opportunities
to ‘notice’ aspects of target language form, whether from positive or neg-
ative evidence. _ '

® It has been shown tha@t non-native speaker participants in ‘negotiations
for meaning’ can atteﬂd_to, take up and use language items made avail-
able to them by their native speaker interlocutors.

® It has been shown that learners receiving negative feedback, relating to
particular target language structures, can in some circumstances be sig-
nificantly advantaged when later tested on those structures.

6.10.2 Limitations of interactionist research

However, the achievemnents of this tradition are still constrained by a num-
ber of important limitations:

® Work on interaction has been carried out almost entirely within a
Western or Anglophone educational setting; more cross-cultural studies
of second language interaction will be needed, before any claims can be
made that ‘negotiation for meaning’ is a universal phenomenon.

® All researchers in the Input or Interactionist tradition seem to accept in
general terms that second language acquisition must be the result of
interaction between environmental stimuli, a leatner-internal language
system, and some language-specific learning capabilities. Attempts at
modelling this interaction are mostly stifl very fragmentary and incom-
plete however, and the best-developed theoretical models (Carroll,
2000) have as yet not been widely adopted to guide empirical research.
This means that we are still far from identifying what may be the most
productive research guestions to ask, abour the role of interaction, etc.,
in learning.
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e Much research on interaction, etc., has been of a broad-brush kind, for
example producing global characterizations of interactional modifica-
tions, or demonstrating the existence of recasts or learners’ re-use of
negotiated items. There are stiil not very many studies that focus on par-
ticular language structures, tracking them through processes of instruc-
tion, negotiation, output or recasting, and documenting learners’
subsequent use and control of these particular items. Such focused stud-
ies as exist have differing theoretical motivations, and do not (yet) add
up to a coherent and developmentally oriented treatment of different
aspects of target language grammar.

& It is clear that negotiation, recasts, etc., can vary in their usefulness for
acquisition, and it seems that this variation is related to the developmen-
tal stage of the learner, as well as to different areas of the target language
system (lexis, phonology, syntax, etc.). There is now some interactionist
rescarch that tries to take account of developmental readiness (Mackey
and Philp, 1998; Mackey, 1999} and to differentiate among linguistic
sub-systems (Lyster, 1998). But we are still not in a position to general-
ize or to make any very powerful predictions about the likely usefulness
of interaction in either of these domains of variability.

One thing is clear, however, while Input or Interaction research remains
highly active, it cannot solve these difficulties alone. Its future is intertwined
with the development of more comprehensive models of the learner-
internal second language acquisition process itself. (As we shall see,
however, many of these comments apply not only to this particular research
perspective but also to other primarily ‘environmentalist’ traditions to be
explored in following chapters.)

7

Socio-cultural perspectives
on second language learning

The co-consiruction of linguistic knowledge in dialogue is language leaming
in progress.
(Swain and Lapkin, 1998, p. 321)

7.1 Introduction

In this chapter and the next (Chapter 8), we turn our attention to theorists
who view language learning in essentially social terms. In both these chap-
ters, we examine the work of those who claim that target language interac-
tion cannot be viewed sitply as a source of ‘input’ for autonomous and
internal learning mechanisms, but that it has a much more central role to
play in learning. Indeed, for some researchers, interaction itself constitutes
the learning process, which is quintessentially social rather than individual
in nature. This is not a new view {see Hatch, 1978), but it was given extra
impetus in the 1990s by an increasing interest in applying learning theory
associated with the name of the Soviet developmental psychologist, Lev S.
Vygotsky, to the domain of second language learning (SLL). In this chap-
ter, we review and evaluate this strand of thinking and research, here called
‘socio-cultural’ theory following most current writers in this field.

Since the 1980s, the foremost figure advocating the relevance of socio-
cultural theory to SLL has been James Lantolf. In the mid-1990s Lantolf
edited two collections of papers that illustrate the application of different
facets of Vygotskyan thinking to SLL (Lantolf, 1994; Lantolf and Appel,
1994). These have been followed by a further collection, which illustrates
ongoing work in this tradition (Lantolf, 2000b), plus surveys by Lantolf
and others which provide useful updates about theoretical developments as
well as summarizing a wider range of empirical socio-cultural research
(Dunn and Lantolf, 1998; Lantolf, 2000; Swain ez al., 2002),




222 Second language learning theories

In general, however, the learning documented in socio-cultural research
is local, individual and short term. Ohta’s attempt to track over a full year
her case study students’ developing control of ‘good listener’ formulae in
their Japanese second language classroom talk (such as aa soo desu ka)
remains unusual in the field. Compared with other traditions that have
addressed the issues of rates and routes of learning very ceatrally (see
Chapter 3), the Vygotskyan tradition has almost nothing to say. There are
some suggestions in recent studies (Nassaji and Swain, 2000; Storch, 2002)
that people who receive timely and effective scaffolding or means of medi-
ation learn faster than those who are denied this help. But while socio-
cultural theorists are ready to claim that Zone of Proximal
Development-supported intentional learning can precede development
(Dunn and Lantolf, 1998), they have not seriously addressed the empirical
question as to whether intervention in the Zone of Proximal Development
simply scaffolds people more rapidly along common routes of interlan-
guage development, or whether it can bypass or alter these routes, by skilled
co-construction. For example, Chta’s longitudinal study makes an isolated
claim to have detected a common developmental route for the acquisition
of formulaic ‘listener response expressions’ (Ohta, 2001, p. 228), but does
not make any similar claims regarding morphosyntax, which is discussed in
a much more short term, item-focused way. By comparison with other the-
oretical traditions, this is a major gap. ]

Finally, the preoccupation of socio-cultural SLL theorists with classroom
learning should be noted. This reflects current enthusiasm among educa-
tors more generally for Vygotsky’s ideas (Wells, 1999; Mercer, 2000).
Concepts such as the Zone of Proximal Development, scaffolding and
activity theory provide appealing alternative interpretations of the SLL and
developmental opportunities afforded by classroom basics such as
teacher—student interaction, problem-solving and communicative tasks,
learner strategy training, focus on form and corrective feedback. This
ensures that socio-cultural theory will receive continuing attention, despite
its apparent ‘incommensurability’ with the vision of language as an
autonomous and abstract system acquired through specialized mech-
anisms, which predominates in SLL research and has inspired most of the
empirical work reviewed in this book.

3

Sociolinguistic perspectives

At present, SLA could probably benefit from an enhanced sense of the
empirical world’s complex socio-cultural diversity. :
(Ramptoen, 1995a, p. 294)

8.1 Introduction

In this chapter we review aspects of the relationship between socio-
Iinguistics and second language learning (SLL) theory. As we have seen in
earlier chapters, theorizing about SLL has largely concentrated on model-
ling the development of language within the individual learner, in response
to an environment defined fairly narrowly as a source of linguistic informa-
tion. In much of this work sociolinguistic issues were addressed only as
afterthoughts, if at all. However, it is clear that some sustained programmes
of empirical research are now developing, in which sociolinguistic ideas are
viewed as much more central to the understanding of SLL.
Sociolinguistics, or the study of language in use, Is itself a diverse field,
with multiple theoretical perspectives. This is clear from any of the current
survey volumes (Coupland and Jaworski, 1997; Holmes, 2001; Mesthrie ez
al., 2000; Wardhaugh, 2002). Here, we will necessarily be selective, identi-
fying the theoretical strands within contemporary sociolinguistics and
anthropological linguistics that are having the clearest impact on the field of
SLL. Successive main sections of the chapter will therefore deal with:

variability in second language use

second language socialization
communities of practice and situated SL.IL
SLL and the (re)construction of identity
affect and emotion in SLL.
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8.2 \Variability in second language use

8.2.7 Introduction

Socially patterned variation in language use has been .seen by socio-
linguistics as one of its major themes: ‘[Sociolinguists] are interested in
explaining why we speak differently in different social contexts’ (Holmes,
2001, p. 1).Variability is also an obvious feature of both child language and
of learners’ second language interlanguage, which has been noted and dis-
cussed in many studies, and was briefly introduced in Section 1.4.4; Towell
and Hawkins (1994) argued that it is one of the basic characteristics of
interlanguage which SLL theorists have to explain. In this opening section
we review a wide range of factors that have been invoked to explain patterns
of interlanguage variability, and highlight the extent to which these origi-
nate in sociolinguistic theory. We show how quantitative research methods
developed by sociolinguists have been used to study these patterns, and
finally, we assess how far interlanguage variability can be attributed to
socially motivated choices by second language learners.

By variability, we refer to the fact that second language learners com-
monly produce different versions of particular constructions, more or less
close to the target language form, within a short time span (even, perhaps,
within succeeding utterances). In Chapter 2 we have already referred
briefly to Schumann’s (1978a} case study of Alberto, an adult learner of
English as a second language. Schumann reports an example of variability
in Alberto’s English interlanguage, where two alternative forms were in use
to express negation. Alberto seemed to be a slow, almost fossilized learner,
who:

showed considerably less development than any other subjects. He used both
neV and don’tV constructions throughout; however noV was clearly the most
dominant of the two and consistently achieved a higher frequency of use until
the very last sample.

(Schumann, 1978a, p, 20)

The point to note here is that although one pattern was more common, two
patterns were clearly in use simultaneously, by a single learner, over an
extended period of time (the Alberto study ran over a period of 40 weeks).
In Section 1.4.4 above, we have already cited other similar examples of vari-
ability for child second language learners.

The phenomenon of variability has led to considerable debate in the sec-
ond language acquisition literature, not least over the problems it creates
for the notion of ‘acquisition’ itself, Is a target language form to be counted
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as ‘acquired’, on the first occasion when a learner is observed to use it with-
out immediate prompting or suppliance by an interlocutor? Or, must we
wait to accepi that it has been fully ‘acquired’, until the learner is produc-
ing the form in 90% or more of expected contexts? At different points in
this book, we have encountered second language acquisition theorists and
researchers who have adopted different positions on this key issue.

But apart from the need to take account of variability in trying to estab-
lish definitions of *acquisition’, we also need to explain why it is such a strik-
ing and distinctive feature of second language use. In a recent review,
Romaine (2003) comments that second language variability is usually ‘con-
ditioned by multiple causes’. She lists a series of possible explanations for
second language variability, which she sub-divides into ‘internal’ and ‘exter-
nal’ groups. Romaine’s typology is summarized below under these two
headings. The reader will notice that her ‘internal’ list is a mixed grouping
of linguistic and sociolinguistic elements, while the ‘external’ list is entirely
sociolinguistic in origin.

8.2.2 Explanations for internal variability

Linguistic markedness: Romaine’s first suggestion is narrowly linguistic; it
is claimed that second language learners will tend to produce more tar-
get-like performance for structures which are ‘unmarked’ in linguistic
terms, and will produce less target-like performance for ‘marked’ struc-
tures., As an example, Romaine cites the study of Gass and Ard (1984),
which found that ‘acquisition of English relative clauses by learners of
various L1 backgrounds proceeded from left to right in the ... accessibil-
ity hierarchy postulated by Keenan and Comrie (1977): Subject > Direct
Object > Indirect object > Oblique > Genitive > Object of comparison’
{Romaine, 2003, p. 414). Keenan and Comrie had proposed that lan-
guages in general are most likely to form relative clauses applying to
Subject positien (the unmarked end of the hierarchy), and least likely to
form them at Object of comparison position (the marked end). English
allows relative clauses to be created at all points on the hierarchy, but
second language learners of English begin by producing Subject relative
clauses and move systematically towards the marked end of the hierarchy
as they develop the ability to produce other types of relative clause. This
gradual acquisitional process will give rise to variability in relative clause
production ar any given moment in time.

Language change: sociolinguists have long been interested in the idea that
current variation in a given language may reflect ongoing processes of
language change. The suggestion is that a new language rule may be
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implemented initially only in a particular linguistic environment, and can
then spread step by step to other environments. A linguistic snapshot at a
given moment will show the rule being applied in some environments but
not others. Such a *wave’ model of language change has been used by some
researchers to explain variability in learner interlanguage. Romaine cites a
study by Gatbonton (1978) of the acquisition of English interdental frica-
tives [0] and [0] by French Canadian learners; her results show that ‘new
pronunciations move through learner interlanguage systems in a similar
way to forms undergoing change in native-speaker varieties’ {Gatbonton
1978, cited in Romaine, 2003, p. 416).

Universal developmental constraings: since the 1980s, scholars have been
interested in the possibility that second language interlanguages share char-
acteristics with other ‘simple’ and rapidly evolving linguistic systems, in
particular contact languages such as pidgins (Andersen, 1983; Romaine,
1988). Pidgin languages  are contact varieties without native speakers,
which arise in settings of military or trade contact, slavery or plantation
Iabour (Sebba, 1997; Mesthrie er al., 2000, Chapter 9). By comparison with
other natural languages, pidgins appear simplified in characteristic ways,
having the following cluster of grammatical features:

® no definite or indefinite article

® no copula fo be (at least in present tense)

tense, aspect, modality and negation marked externally to the verb —
often by a content word like an adverb

no complex sentences {therefore e.g. no relative clauses)

no passive forms

very few or no inflections for number, case, tense, etc.

analytic constructions used to mark possessive, for example X of Y
rather than'Y’s X (Sebba, 1997, p. 393.

Some researchers have suggested that pidgins themselves developed as a
result of SLL in circumstances of very limited and/or multilingual input
(Bickerton, 1977; deGraff, 1999). This encouraged investigations that
showed ‘how the early stages of SLA shared features with pidgins’
{Romaine, 2003, p. 418). For example, in the case of the learner Alberto,
mentioned at the start of this section, negation was expressed variably by
use of pre-verbal #o and don’t. The reader will notice other overlaps between
the grammatical characteristics of pidgins, with the ‘Basic Variety’ stage of
mterlanguage development described by Perdue and Klein (see Chapter 5),
Such resemblances led Schumann (1978a, p. 110) to make the more
general claim that ‘pidginisation may be a universal first stage in second.
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language acquisition’, a view maintained by, for example, deGraff (1999,
p. 493) at least with reference to adult SLL.

L1 transfer: finally, Romaine (2003) suggests that first language transfer is
also a source of linguistic variability in second language interlanguage. She
cites a number of studies of the acquisition of the definite article in a range
of European languages, by learners from different first language back-
grounds (some with article systems, some without). Generally, these stud-
ies show that learners whose first.language has an article system make faster
progress than those without (e.g. Italian first language vs Turkish first lan-
guage learners of second language German: Gilbert, 1983, cited in
Romaine, 2003, pp. 419-20). However, these findings co-exist alongside
evidence of pidginization (even learners from first language backgrounds
with article systems do not use second language articles consistently, and
also do not use the full range of forms). Romaine comments that the
Gilbert study ‘supports the idea that there are universal principles of
pidginisation, as well as positive and negative transfer effects. These mani-
fest themselves in variable frequencies of occurrence of different features in
L2’ (Romaine, 2003, p. 420).

8.2.3 Explanations for external variability

Style and task-based variation: it is well established by sociolinguists that first
language speakers vary their language use in regular ways, dependent on
style, task, interlocutor, etc, Similarly, Tarone (1988) has suggested that
second language learners control a number of varieties of second language,
ranging from a more pidgin-like style used in informal and unmonitored
speech, to a more target-like ‘careful style’ used in tasks with a focus on
form. For example, Tarone’s own work showed that both Japanese first lan-
guage and Arabic first language learners of English as a second language
supplied the third-person singular verb inflection -s more reliably in formal
contexts. However, Romaine {2003) concludes from her survey that stylis-
tic variation is relatively weak among second language learners, and also
points out the problems involved in trying to conflate attention or degree of
monitoring (both psycholinguistic concepts) and the sociolinguistic
concept of style. In Section 8.2.5 below, we report similar conclusions by

-researchers working with learners of immersion French.

Gender-based variation: many sociolinguistic studies of native varieties
have suggested that women have a preference for more conservative or high
prestige speech styles, as compared with men. Romaine (2003, p. 428)
suggests that there is little evidence for this type of social variability in
second language speech. We follow this issue further in Section 8.2.5, where
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we discuss studies of immersion French students in Canada that provide
some evidence of gender-based variability.

Widening beyond Romaine’s gender focus, some studies have shown that
change of interlocutor may also have an effect on second language speech
style. For example, Young (1991) studied the extent to which Chinese first
language learners of English marked plural -s on English nouns. His main
finding was that linguistic factors such as the position of the noun within
the Noun Phrase, its syntactic function and its phonological context, all
affected the likelihood that these learners would produce the plural ending.
However, he found that the identity of the interlocutor — Chinese or English
— also influenced the likelihood that learners would mark or fail to mark
English nouns as plural.

R. Ellis has proposed an alternative typology for interlanguage variability,
shown here as igure 8.1. This typology differs from Romaine’s list in two
main ways, both of which tend to weaken the idea that sociolinguistic influ-
ences are central to second language variability. First, Ellis divides his
explanations of systematic variation into three, including the ‘psycholin-
guistic context’ as a possible source of variation, alongside the linguistic
context and external or situational context considered by Romaine. This
fills a rather obvious gap in Romaine’s list; as we have seen, for example, in

linguistic
context

__systermnatic | situational wf‘ormf
variation " context —function
variation
__intra-learner_ psycholinguistic
variation | context
horizontat _
variation - L_non-systematic
(synchronic) {free) variation
variation .
in linguistic _interlearner
form variation
vertical
variation
{diachronic)

Fig. 8.1 A typology of variation in interlanguage {Source: R. Ellis, 1994, p. 134}

i
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Chapter 4, it is now commonplace to explain variation in learner perfor-
mance in terms of psycholinguistic factors such as processing constraints,
short term memory load, planning time available, etc. For example, in a
study of task based learning, Foster and Skehan (1996) found considerable
variation in accuracy of performance depending on the extent of pre-task
planning. '

A second noticeable difference between this typology and Romaine’s is
the inclusion of the category of non-systematic variation. FEllis has
argued consistently that some variation in second language performance is
simply free or random (for a recent overview, see R. Ellis 199%a). Others
have argued that variation which appears to be ‘unsystematic’ may merely
be variation for which the underlying system has not yet been discovered
(Schachter, 1986; Preston, 1996a, 1996b}. However, Ellis (1999) claims
that there is a positive psychological reason for the existence of non-
systematic or free variation. He argues that learners experience an expres-
sive need for greater variety in their interlanguage, which leads them to
learn new forms piecemeal and to use them as alternative expressions for
existing form-meaning combinations. Once these items are being used in
free variation, they are then available for subsequent integration into the
interlanguage system, and will also eventually acquire differentiated social
or pragmatic functions. Ellis interprets the changing patterns of English
second language article da usage by the Hmong first language learner Ge,
already discussed in Section 5.3.2, as reflecting this progression. At an early
stage, once the da form was available, Ge used it with most NPs, without
any identifiable functional constraints. For Ellis, this is an example of an
item only loosely connected to the interlanguage system, that is, in free vari-
ation. Subsequently, Ge progressively systematized his usage of da, as he
sorted out the functional constraints which apply to definite article usage in
native speaker English. ‘

In this introductory section we have briefly surveyed a wide range of fac-
tors that have been linked with interlanguage variability, and shown that
they may be linguistic, psycholinguistic or sociolinguistic. However, from
this brief survey, the overall significance of sociolinguistic factors is not
clear. In Section 8.2.4 we examine in more detail the extent to which there
is quantitative evidence for the existence of sociolinguistically inspired
second language variability.

8.2.4 Quantifying second language variability

In trying to make sense of the variability phenomenon, one group of second
language acquisition researchers has turned to a quantitative approach to
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the description of variation in interlanguage use which was originally devel-
oped within mainstream sociclinguistics to study first language variation
{see Bayley and Preston, 1996; Preston 1996b).

In the 1970s the sociolinguist William Labov pioneered this approach to
studying variability in everyday speech. He concentrated on features in spo-
ken language, often pronunciation features, where choices are possible that
are endowed with positive or negative value by a given speech community.
An example from contemporary spoken British Fnglish would be variation
between the alveolar plosive [t] or glottal stop [?] to realize the /t/ phoneme
in words such as bezter, Britain, etc. The glottal stop variant is very common
in many forms of spoken English; yet it is typically described as ‘lazy’,
‘sloppy’ speech, etc., that is, it has negative social value or prestige. Labov
has proposed the term sociolinguistic marker for such items, whose use
involves some value-laden choice.

Labov and his followers systematically recorded first language speech
samples from people representing different social groups, in a variety of sit-
uations. In many studies they have shown that the relative frequencies of
use for more positively or negatively esteemed variants can be correlated
with factors such as the immediate linguistic context, the speaker’s social
class, age and gender, and the formality or informality of the speech setting
{for an overview, see Labov 1972).

Table 8.1 shows an example drawn from 1970s quantitative research in
the Labov tradition, discussed by Preston (1996b). This study investigated
the simplification of word-final consonant clusters in English among
African American speakers from Detroit city (i.e. the deletion of final [t] or
[d] in these phonetic environments). The researchers recorded extended

Table 8.1  t/d deletion in Detroit African-American speech

Social classes

Environments Upper middle Lower middle Upper working Lower working

Following vowel:
t/d is past morpheme

(e.g. 'missed in’) 0.07 0.13 0.24 0.34
t/d is not past morpheme
(e.g. ‘'mist in") 0.28 0.43 0.65 0.72

Following consonant:
t/d is past morpheme

{e.g. ‘missed by") 0.49 0.62 0.73 0.76
t/d is not past morpheme
{e.g. ‘'mist by') 0.78 0.87 0.94 0497

{Source: Wolfram and Fasold, 1974, cited in Preston, 1996b, p. 4)
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speech samples from their subjects, and analysed the percentage of final
consonant clusters within which [t] or [d] deletion was found.

AsTable 8.1 shows, in this study the percentage of observed occasions of
deletion of final [t] and [d] could be linked both to the immediate linguis-
tic context and to speakers’ social class.

Researchers in this tradition moved to a greater level of statistical sophis-
tication, with the development of a computer program known as VAR-
BRUL. (For a guide to using current versions of the program in second
language research, see Young and Bayley, 1996.) This program is based on
the statistical procedure known as logistic regression. VARBRUL draws on
data such as presented in Table 8.1 and calculates the statistical probability
that speakers will produce one variant rather than another, in a range of
given contexts. Probabilities are expressed in terms of weightings ranging
from 1.00 to 0.00; a weighting of 0.50 or more means that a form is sys-
tematically more likely to be preduced in a given environment, a weighting
of less than 0.50 means that this ig less likely. One important feature of
VARBRUL-type programs is that they can handle simultaneously a num-
ber of different contextual factors that may influence learner production,
and can also handle interactions between them.

Preston (1996b) has run the VARBRUL program on hypothetical raw
data based on the table presented earlier as Table 8.1. This VARBRUL
analysis produced the pattern of probabilities for the different linguistic and
social contextual factors, shown in Table 8.2.

(The term ‘input probability’ used in this table refers to the overall
likelihood that the deletion rule will operate — note the specialized use of

Table 8.2 VARBRUL results for t/c deletion by
African-American speakers from Detroit: hypo-
thetical data inferred f_rom Tabie 8.1

Result Probability
Following vowel (V) 0.25
Following consonant (C) 0.75
Morpheme (M) 0.31
Norn-morpheme (N) 0.69

Upper middle class {JMC) 0.29

Lower middle class (LMC) 0.42

Upper working class {UWC) 0.60
Lower working class (LWC) 0.69

Input probability 0.60

(Source: Praston, 1996b, p. 10)
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the term “input’ herel) In this hypothetical example we see that two lin-
guistic factors, ‘Following Consonant® and ‘Nonmorpheme’ have pro-
babilities higher than 0.50, and are therefore predictive of consonant
deletion; the same applies for working class membership (whether
‘Upper’ or ‘Lower’). Thus we see that the likelihood of consonant dele-
tion depends in this case on a combination of both linguistic and social
factors.

Preston and others have applied different versions of the VARBRUL tool
to the study of variation in second language use, and its relationship with a
range of contextual factors. For example, a study by Bayley (1996) investi-
gated variability in word-final [t] or [d] deletion by Chinese learners of
English. This study analysed more than 3000 final consonant clusters pro-
duced during lengthy second language-medium sociolinguistic interviews
by a group of 20 learners, and compared patterns of [t] or [d] deletion with
those reported for native speakers of English. Using the VARBRUT. pro-
cedure, the extent to which the final consonant was deleted was related to a
wide range of factors, including the immediate phonetic environment, the
grammatical category of the word to which the consonant cluster belonged,
different speech styles (reading aloud, narrative, and informal conversation)
and the learners’ reported social networks (first language mono-cultural, or
mixed American and Chinese).

Table 8.3 shows part of the resulting analysis. It shows VARBRUL values
for [t] or [d] deletion for the first language Chinese learners in the study, for
the different grammatical categories studied, and compares them with val-
ues found in various other studies of North American English. The table

shows that [t] or [d] deletion occurred to some extent for all grammatical

categories, but was the most usual choice of the second language speakers

Table 8.3 t or d absence by grammatical category in Chinese-English
interlanguage and in native English dialacts

Variety Single-morpheme Semi-weak verb Regular past Regular
word (e.g. just) {e.g. hetef 1} participle preterite {e.g.
(e.g. he had  he walk#ed)
walk#ed)
Chinese-English
interlanguage 0.48 0.39 0.47 0.66
African-American 0.68 0.46 - 0.35

English vernacular %
Philadelphia and
NYC white English  1.00 0.91 0.49 0.62

(Source: Baylay, 1996, p. ’109)'
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only for regular past tense inflections, This contrasted, for example, with the
African American speakers, who deleted final [t] or [d] most for single mor-
pheme words, but least where the final [t] or [d] was a grammar morpheme
(past tense inflection).

Bayley explains this finding by arguing that not one, but two variable
rules are operating for the second language speakers. Unlike the native
speakers, they are not consistently inflecting verbs for past tense. So, their
use of, for example, A¢ walk in past tense contexts results on some occasions
from the use of a non-inflected verb form (as in the Basic Variety described
in Chapter 5), and on other occasions from ‘true’ [t] or [d] deletion. (The
researchers claimed they could distinguish the two patterns, by making
comparisons with the same learners’ use of base forms versus inflected past
tense forms for irregular verbs, e.g. use of come vs. came in past tense con-
texts,)

8.2.5 Acquiring sociolinguistic variation in interlanguage

The Bayley (1996) study of [t] or [d] deletion illustrates Romaine’s view
that variability between second langunage learners has mixed origins, and
that sociolinguistic factors play a relatively restricted role, However, there is
another recent group of studies concerned with the learning of second lan-
guage French that shows that second language learners may become sensi-
tive to sociolinguistic variation in the target language, and may vary their
usage patterns over time to accommodate increasingly to the norms of the
target community. Much of this work has been conducted with English first
language learners in Canada, who are learning French as a second language
in an immersion setting {i.e. receiving French-medium education but
alongside other English first language students rather than French first lan-
guage students; see Rehner er al., 2003 for a review). Work has also been car-
ried out in Europe with advanced learners studying French in an academic
setting (Regan, 1996; Dewaele and Regan, 2002).

Rather than studying individual sociolinguistic markers in isolation, as in
the studies we have looked at earlier, Rehner er al. (2003, p. 129) are aim-
ing to study the acquisition by second language French learners of a ‘com-
plete repertoire of variants and of their linguistic and extra-linguistic
constraints’. According to their description, contemporary spoken French
has three types of variant:

¢ Vernacular: non-conforming to the rules of standard French, associated
with lower class speakers and stigmatized.
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o Mildly marked: non-conforming to the rules of standard French, but not
socially stratified or stigmatized.

¢ Formal: typical of careful speech and written standard French, associ-
ated with speakers from upper social strata.

Their studies show that immersion students rarely or never use vernacular
variants (such as the non-standard Canadian French lexical itemns ouvrage
= job, rester = to reside). However, they do make use of mildly marked vari-
ants, though at lower {requency than native speakers. For example, in for-
mal written French, the first person plural pronoun nous predominates. In
spoken Canadian French, this form is almost entirely replaced by the mildly
marked variant on (studies regularly report over 95% use of ox). In a global
analysis of interview data collected from 41 immersion students, Rehner e
al. (2003) report that the or variant was used 56% of the time, and nous was
used 44% of the time. However, factor analysis using a version of VAR-
BRUL showed that girls were more likely to use nous than on, whereas boys
showed the reverse pattern. The sarme was also true of middle class students
compared with working class students. On the other hand, the more contact
the students reported with French-speaking pecople and environments, the
greater the predominance of on in their speech. This study suggests that even
students who encounter the second language mainly in school are acquir-
ing a repertoire of variants, including some awareness of their social mean-
ing. These findings are generally confirmed in studies of other French
sociolinguistic variants. For example the advanced learners studied by
Regan {1996), who were interviewed before and after an extended stay in
metropolitan France, became much more native-like iny respect of deletion
of the negative particle e, as shown when a VARBRUL-type program was
used to compare Time 1 and Time 2. However, the rescarch of Rehner er al.
(2003) has shown much the clearest relationships between the acquisition
and use of sociolinguistic variants, and factors such as gender, social class
and extent of contact with first language speakers, The evidence that second
language learners acquire and use stylistic constraints on variation is much
less clear (Rehner et al., 2003, p. 134),

This brief survey of research into second language variability confirms its
complex nature. For our present purposes, it is clear that sociolinguistic
factors play a role, although probably outweighed in importance by linguis-
tic factors. There is little hard evidence that beginning second language
learners control stylistic variation. On the other hand, it is clear that more
advanced learners who engage actively with first language users move
rapidly towards community norms of (mildly) informal usage. Their
motvations for doing so are explored in following sections of this chapter.
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8.3 Second language socialization

8.3.1 Introducticn

In this section we turn to a strand of sociolinguistic research that is centrally
concerned with language learning and development: the study of language
socialization, This work has its roots in anthropological linguistics (Foley,
1997), and centres on ethnographic studies of children learning to talk (and
to read and write) their first language, in non-Western, non-urban societies.
The work by Elinor Ochs in Western Samoa (Ochs, 1988}, and that of
Bambi Schieffelin among the Kaluli people of Papua New Guinea
(Schieffefin, 1990), are influential examples. The work of Shirley Brice
Heath on children’s first language development among rural working class
communities in south-eastern USA can also be linked to this tradition
{(Heath, 1983, 1986).

8.3.2 Developmental links between first language and
culture

Researchers in the language socialization tradition believe that language
and culture are not separable, but are acquired together, with each provid-
ing support for the development of the other:

It is evident that acquisition of linguistic knowledge and acquisition of socio-
cultural knowledge are interdependent. A basic task of the language acquirer
is to acquire tacit knowledge of principles relating linguistic forms not only to
each other but also to referential and nonreferential meanings and functions
... Given that meanings and functions are to a large extent socioculturally
organised, linguistic knowledge is embedded in sociocultural knowledge. On
the other hand, understandings of the social organization of everyday life, cul-
tural ideologies, moral values, beliefs, and structures of knowledge and inter-
pretation are to a large extent acquired through the medium of language . ..
Children develop concepts of a socioculturally structured universe through
their participation in language activities.

(Ochs, 1988, p. 14}

In a 1995 review, Ochs and Schieffelin stress the relevance of language
socialization even to grammatical development:

This approach rests on the assumption that, in every community, gramimat-
ical forms are inextricably tied to, and hence index, culturally organised
situations of use and that the indexical meanings of grammatical forms
influence children’s production and understanding of these forms.

(Ochs and Schieffelin 1995, p. 74)
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They point out that a language socialization perspective differs from func-
tionalist approaches to grammar development, which concentrate on study-
ing the local, moment-to-moment performance of speech acts, or creation
of information structure, and their influence on the selection and learning
of isolated elements of the language system. A language socialization per-
spective, in contrast, aims to take systematic account of the wider frame-
works and socially recognized situations within which speech acts are
performed. In summary, a language socialization perspective predicts that
there will be a structured strategic relationship between language develop-
ment and ‘culturally organized situations of use’.

First, Ochs and Schieffelin (1984, 1995) examine talk to children and by
children in a variety of different societies, and show that these practices are
themselves culturally organized. In the well studied white middle class
communities of North America, infants are viewed as conversational part-
ners almost from birth, with caretakers interacting with them extensively
one-to-one, and compensating for their conversational limitations by
imputing meaning to their utterances, and engaging in clarification routines
{¢.g. by use of comprehension checks and recasts). In Samoa, by contrast,
infants are not viewed as conversational partmers at all for the first few
months (though they are constantly in adult company, as ‘overhearers’ of all
kinds of social interactions). After this time, they are encouraged to get
involved in different types of interaction, for example being taught explic-
itly to call out the names of passers-by on the village road. Among the
Kaluli, there is much direct teaching of interactional routines (elema); how-
ever, in both communities, children’s unintelligible utterances are seldom
clarified or recast. These features are explained by reference to wider social
structures that characterize the Pacific communities. For example, in the
Samoan community described by Ochs, individuals are strictly ranked, and
higher-ranked persons do not have any particular responsibility to figure
out the intended meanings of lower-ranked persons (such as small chil-
dren}; thus, extended comprehension checks and recasts of children’s utter-
ances would be inappropriate. '

In all these cultural settings, of course, children learn successfully to talk,
leading Ochs and Schieffelin (1995, p. 84) to conclude that: ‘grammatical
development per se can not be accounted for in terms of any single set of
speech practices involving children’. But do children’s different cultural
experiences influence the course of language acquisition, and if so in what
way? Ochs (1988) examines children’s early utterances, and provides exam-
ples of links between linguistic development and socialization into particu-
lar roles and routines. For example, the first word produced by Samoan
infants is generally claimed to be tae (‘shit’), symbolic of the naughtiness
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and wildness expected of little children, and Ochs documented instances of
infants’ early vocalizations being interpreted in this way.

Ochs and Schieffelin (1995) provide further instances of young chil-
dren’s language productions, which show that their grammar choices are
also linked to their social and gender roles. In Samoan, for example, the lan-
guage offers a choice of first-person pronouns, inciuding the neutral form
a’u ('T’, ‘me”} and the form za ira which is marked for affect (‘poor me”). In
the early productions of the children studied by Ochs, the affect-marked
form appeared several months before the neutral form {(Ochs, 1988, p.
186), linked to a speech act of ‘begging’ (usually for food); children gener-
ally ‘are concerned with the rhetorical force of their utterances, and . ..
rhetorical strategies may account for certain acquisition patterns’ {Ochs,
1988, p. 188). In Kaluli, the imperative verb form, efema ‘say like that’, is
regularly used by female caregivers prompting a very young child te copy
and produce an utterance. This form is quickly learnt and used by girls
from age two onwards, both in play and to direct even younger children to
‘say like that’. However, boys never produce this imperative verb form,
though they know and use other forms of the verb (Schieffelin, 1990). It
seems in this case that the children’s language choice is influenced by their
socialization into gender-appropriate behaviour, rather than, for example,
by the frequency with which forms are encountered in input.

8.3.3 Second language socialization

The language socialization perspective has proved appealing to second
language acquisition researchers who are concerned to develop a more
integrated perspective on language learning, viewed as ‘both a cognitive
and a social process’ (Watson-Gegeo and Nielsen, 2003, p. 156). One of the
first second language researchers to use this perspective was Poole (1992),
who conducted an ethnographic study of adult English second language
classrooms, claiming that ‘a teacher’s language behaviour is culturally
motivated to an extent not generally acknowledged in rost L2 literature’
(Poole, 1992, p. 593). For example, Poole shows that the teachers in her
study scaffolded their learners extensively, and led and directed whole class
tasks as group activities, However, in the closing stages of these same tasks,
the teachers praised the students as if they alone had accomplished them.
This was reflected in the teachers’ pronoun usage; thus one teacher intro-
duced a task with “Describe the picture and see if ze can make a story out
of it’. However, at the end of that same task, the teacher praised the class:
‘Good work you guys! That’s hard! you —you did a good job. I'm impressed’
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(Poole, 1992, p. 605). Poole argues that the same pattern is found in other
novice-expert settings in white middle class Atnerican culture {(such as
chiid-rearing), and that this reflects a deep-seated cultural norm concerned
with the attribution of success to individuals rather than groups. She did
not, however, trace in detail the impact of these teachers’ socialization activ~
ities on their learners.

Poole’s study has been followed by other classroom-based work using a
language socialization perspective, which provides rather more evidence
about learner development. Much of this has focused on young children
who are learning a new language in a primary school context. For example,
Pallotti (2001) traced how a five-year-old Moroccan girl, Fatma, developed
as a conversational participant over a period of eight months in an Italian
nursery school. To be accepted in this setting, full of fluid, multi-party talk,
Fatma had to learn to take conversational turns, which were both relevant
to the ongoing conversational topic and interesting to other partcipants.
Pallotti shows that Fatma’s main early strategy was to repeat the utterances
of others, or parts of them. In the beginning she simply joined in choral per-
formances of activities like greeting or requesting. She began to make indi-
vidual conversational contributions by appropriating words and phrases
already produced by others, but adding minimal new elements, such as a
negative expression. The example below comes from a mealtime interaction
involving another child, Idina, and a teacher, when Fatma has been in nur-
sery school for a few weeks only;

Idina: Ho fre:ddo
I'm cold

Teacher 2: Hai freddo? In effeti & un po’ freddo
You're cold? It’s a bir cold actually

Teacher 2:  Mangia Farma. Tieni (placing a bowl of custard before her)
Eat Farma. Take it

Teacher 2: E buona {giving custard to Idina)

It’s good
Fatma: (turns to T2 and touches her)
Teacher 2:  (doesn’t turn, as she is rurned to Idina)
Fatma: Maestra (still touching her)
Teacher
Fatma; Maestra (still touching her)
Teacher
Teacher 2:  (keeps looking at Idina, then turns ro Fatma)
Fatma: No no io freddo, [ke] questa (pointing to sleeve of pullover),

questa no freddo

No no I cold, fke] this, this no cold
Teacher 2:  Non hai freddo? (looks at Fatma)

You're not cold?

Sogiolinguistic perspectives 239

Fatma: Questo {pointing ro arm) questo no freddo
- This, this no cold

Teacher 2:  {Throws a grape in front of Fatma)

Fatma: (Picks up grape and eats it)

(after Pallotd, 2001, p. 307)

This example shows Fatma trying to add her own contribution to an exist-
ing conversational topic (*being cold”), though a little late — the teacher has
already moved on to the topic of ‘food’. Her turns include a mix of bor-
rowed and new language, plus vigorous gestures, to make her point (that
she is kept warm by her pullover). The topic is a here-and-now one, which
can be supported by reference to the immediate context, and Fatma makes
up to some extent for linguistic gaps by determined repetition. The small
group setting and regular routines of the nursery school provide Fatma with
guidance on how to become an accepted participant, though conversation
still presents her with many challenges, and it is only after several months
that she can engage in more ‘open’ talk about non-present topics,

Routines and repetition are prominent in numerous other second language
socialization studies of young children, for example the study of English first
language children in Japanese immersion kindergarten reported by Kanagy
(1999). Over 12 months, Kanagy traced the children’s participation in three
structured classroom routines: morning greetings or aisazsu; checking atten-
dance (shusseki); and personal introductions (jiko-shookas). The children
learnt both the verbal and non-verbal behaviour appropriate to Japanese
classroom culture, by imitating the teacher’s ‘carefully staged demonstrations
of Japanese societal and educational norms’ (Kanagy, 1999, p. 1489).
Especially through the ‘personal introductions’ rouiine, they appropriated an
increasing variety of formulaic expressions (questions and answers about
name, age, eye colour, etc., etc.), and could eventually use them in new com-
binations and with new people. However, their creative use of Japanese pro-
gressed at a much slower pace than for children such as Fatma, or others in
‘mainstream’ second language education, like the first grade children of
diverse language backgrounds studied by Willett (1995). While main-
streamed young second language learners seem to use the predictable rou-
tines and socialization of primary education as a sheltered context for rapid
grammar development, the creative utterances of the early immersion chil-
dren studied by Kanagy developed slowly and had not progressed beyond the
one-word level by the end of the first immersion year.

As the examples just quoted show, most second language research from
a language socialization perspective uses ethnographic methods of inquiry
and is relatively small scale. Watson-Gegeo and Nielsen (2003} see some
weaknesses in this developing field, which they believe must be addressed if
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it is to make a more significant contribution to our understanding of “social-
isation through language and socialisation to use language’ (Ochs, 1988,
p-14). In particular, they argue that language socialization researchers have
concentrated too one-sidedly on language use, and need to pay more sys-
ternatic attention to the cognitive dimensions of linguistic and cultural
development. A researcher who is clearly trying to develop an integrated
approach of this kind is Ohta (1999, 2001). As we have seen in Chapter 7,
Ohta’s classroom study of adult Japanese second language learners makes
links between neo-Vygotskyan theory and language processing theory to
explain learner development. However, Ohta (1999) also shows that the
second language socialization perspective is relevant to adult classroom
learning. Her example is the achievement of Japanese-style conversational
‘alignment’ among mterlocutors, that is, the culturally appropriate use of a
range of expressions to show interlocutor interest and collaboration. In the
classrooms studied by Ohta (1999), teacher-led classroom interactional
routines are shown to play a part in socializing her case study learners into
appropriate use of Japanese-style follow-up expressions, and thus into the
achievement of this alignment.

8.4 Communities of practice and situated second
language learning '

8.4.1 Introduction

Sociolinguists have traditionally studied the social roles of language in -

structuring the identities of individuals and the culture of entire commu-
nities and societies. In particular, ethnographers of communication have
studied the characteristics of speech evenzs that have patterning and signifi-
cance for members of a particular speech communiry (see Hymes, 1972,
Saville-Troike, 1989). Examples of speech events with their own distinctive
structures and routines in current urban society might be telephone con-
versations, service encounters (in shops, banks, eic.), classroom lessons or
job interviews. The ability to participate appropriately in relevant speech
events has been seen as an important part of communicative competence,
generally accepted since the 1970s as the broad eventual target of SLL, as
well as of first language development.

Ethnographers of second language communication aim similarly to study
contexts and events where participants are struggling to achieve commu-
nicative goals through the means of a second or other language. However,
while the traditional ethnography of communication has typically studied
relatively well-established and stable speech events and communities, those
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studied by ethnographers of second language communication have fre-
quently been more fluid and transitory, and involve participants whose
roles and identities as well as their linguistic abilities may be much more
problematic and subject to change.

The need to explain processes of interaction and development among
changeable and dynamic groups and situations has led a number of socio-
linguists and second language researchers to turn to an alternative concept
of greater flexibility, the commumniry of practice, proposed by Lave and Wenger
(1991). The sociolinguists Eckhert and McConnell-Ginet suggest the fol-
lowing definition for a community of practice:

An aggregate of people who come together around mutual engagement in an
endeavour. Ways of doing things, ways of talking, beliefs, values, power rela-
tions - in short, practices — emerge in the course of this mutual endeavour. As
a social construct, a community of practice is different from the traditional
community, primarily because it is defined simultaneously by its membership
and by the practice in which that membership engages.

(Eckhert and McConnell-Giner, 1992, p. 464)

Different individuals may be peripheral members or core members of a given
community of practice. All may be engaged to different degrees in the joint
enterprise, but they may have differential access to the ‘repertoire of nego-
tiable resources’ accumwated by the community (Wenger, 1998, p. 76). For
Lave and Wenger (1991, p. 49), learning itself is socially situated, and
invelves ‘increasing participation in communities of practice’, alongside
experienced community members who already possess the necessary
resources. The social structure of communities and the power relations
obtaining within them define the learning possibilities available to members.

8.4.2 Empirical studies of second language learning as a
situated social practice

The ideas of socially situated learning which takes place through participa-
tion in the activities of one or meore communities of practice, has been used
to study second language development among both children and adults.
One obvious application is to view the classroom as a community of prac-
tice, as Toohey (2000, 2001) has done in an ethnographic study of a group
of six young English as second language learners. Over a three-year period,
the study tracked the children’s developing identities and patterns of par-
ticipation as they progressed from kindergarten through to second grade of
elementary school. Toohey shows that some children were more successful
than others in establishing themselves as legitimate peripheral participants
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in the classroom community, and that this affected the extent to which they
gained conversational and other language learning opportunities, including
access to resources. For example a Polish first language child, named Julie,
who had come to school speaking little English, successfully graduated over
tme from her English as second language status and established herself as
an ‘average’ mainstream student. Another Punjabi first language child,
named Surjeet, was positioned differently as a ‘struggling” student who
would need continuing English as second language support. Disputes were
common among the children in the class, and Toohey (2001} analyses these
in some detail, showing how Julie’s relatively aggressive and skitful
responses to threats of subordination allowed her to develop a more power-
ful place in the classroom community, and consequently to win access to
resources and conversational opportunities, Sutjeet, on the other hand, was
regularly subordinated by peers and excluded from conversation. The fol-
lowing example drawn from a dispute about the recognition to be given to
work completed, illustrates Surjeet’s non-powerful position:

Surjeet: Look! Two more pages. [She shows her notcbook to Jean Paul.]
Earl: So what?

Jean Paul: T don’t care.

Earl: Yeah, we don’t care.

Jean Paul: We’ve got two pages too. Look!

Surjeet; No, three.

Jean Paul: [aggressive tone} Oh! There’s not three.

Earl: I’ve got one page.

Jean Paul: Let’s see.

Surjeet: [to Earl] You’re m::;

fShe watches as Jean Paul inspects Earl’s book.]
(Toohey, 2001, pp 266-7)

A similar incident shows Julie’s greater ability to switch topic and achieve
acceptance as a conversationally interesting participant:

Julie: T'm almost finished Martin! Look Martin, I’m almest finished,
[Martin does not look, and for a few turns, other children rake over the con-
versation. ]

Julie: See, I'm just colouring this part.

[Martin does not look, and he and Julie keep on colouring. ]
Tulie: Who has the Lion King video? I have the Lion King.
Martin: I have the Lion King.

Earl: I have the Lion King.

Daisy: Clark doesn’t.

[Children laugh.]

{Toohey, 2001, p. 267)
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Another ethnographic study that adopts the same overall view of language
learning as a social practice, located in communities of practice, is that of
Norton (Pierce, 1995; Norton, 2000). This study was conducted with five
adult women from diverse language backgrounds, all of them recent immi-
grants to Canada, who were attending English as second language classes
bur also using English to different degrees at home and in a variety of work-
places. The women participants completed questionnaires and diaries, and
were also interviewed at intervals, over a space of two vears.

One participant in the study was a Polish girl called Eva, who was living
with a Polish partner, and hoped eventually to study at university, In the
meantime, however, she was working at a restaurant called Munchies,
where at first she could not approach her co-workers or engage them in
conversation:

When I see that I have to do everything and nobody cares about me because
— then how c¢an I talk to them? I hear they doesn’t care about me and I don’t
feel to go and smile at them.

(Norton, 2000, p. 128)

As time passed, however, she gained enough confidence to find conversa-
tional openings, joining in conversations about holidays with her own
experiences of holidays in Burope, for example, getting her boyfriend to
offer lifts to fellow workers on social outings, or teaching a little Italian to a
colleague. In these ways she gained acceptance as a ‘legitimate speaker’
(Bourdieu, 1977), and correspondingly developed her opportunities for
using English. At the beginning, also, Eva was allocated tasks in the
restaurant that did not involve interacting with customers. However, she
paid.close attention to how her fellow workers did this, appropriated their
utterances during routines such as ordering meals, and took the initiative to
start serving customers directly. In this way Eva widened her participation
in the linguistic practices of the restaurant, and further increased her own
language learning opportunities as a result.

In a joint review of their two studies, Toohey and Norton (2001) argue
that the qualities that make the adult Eva and the child Julie relatively suc-
cessful second language learners have to do only partly with their own
actions and interventions. Critical to their success was the fact that they
both gained more and more access to the social and verbal activities of the
target language community of practice. In both cases, they experienced
attempts to subordinate or isolate them; however, they could and did draw
on both social and intellectual resources to overcome these difficulties.
Eva’s attractive boyfriend, and Julie’s big cousin, Agatha, were both seen as
socially desirable by the very different groups of Munchies workers and
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elementary school children, and this seemed to reflect positively on the
learners themselves. We have seen how Eva used her knowledge of Italian to
build relationships, and Julie similarly used cultural knowledge such as
‘secrets’ to position herself as a desirable playmate. In both cases the learn-
ers’ success in being accepted was central to access to language learning
opportunity; and this success derived partly from their own actions, partly
from their respective communities’ willingness to adapt and to accept them
as legitimnate participants.

8.4.3 Power relations and opportunities for second
language learning

Norton (2000, p. 7) is also concerned to investigate how ‘relations of power
impact on language learning and teaching’. For example, another relatively
successful participant in Norton’s study of English as second language
immigrants in Canada was a girl named Mai, of Viemamese origin. On
arrival in Canada, Mai lived in an extended multilingual family in which
she was subject to the patriarchal authority of her brother, the head of the
household, who wished to marry her off quickly to another immigrant.
However, Mai resisted the proposed marriage and found a job, so that she
could contribute economically to the family. She also developed her rela-
tionship with her brother’s (English-speaking) children, despite his initial
suspicion, and made herself useful in looking after them. Thus in two ways
she negotiated greater independence of her brother’s patriarchal authority,
and at the same time created increased opportunities for using and learning
English.

Norton’s study relies primarily on interviews and reports by immigrant
English as second language learners about their second language encoun-
ters, positive and negative. More direct evidence of the nature of such
encounters, and the power relationships which prevail within them, is pro-
vided by the Buropean Science Foundation study of adult migrants learn-
ing a range of second languages informally in European settings, previously
discussed in Chapter 5. As we have seen, the main concern of the European
Science Foundation team was to clarify the linguistic course of develop-
ment of the Basic Variety. A sub-group within the European Science
Foundation teamn also undertook more sociolinguistically oriented work,
and concentrated in particular on examining adult migrants’ encounters
with a wide variety of garekeepers (Bremer et al., 1993, 1996). These
European Science Foundation sociolinguists focused on speech events such
as job interviews, counselling or advice sessions, or service encounters (in
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shops, travel agencies, etc.), where the migrant workers were seeking some
instrumental goal (to find a job, to send a parcel, etc.). Sometimes the
events studied were real, sometimes simulated, but in all cases they involved
interaction with ‘genuine’ officials or service personnel, who controlled the
desired outcomes. Thus these speech events involved a clear mismatch of
power, with the TL speaker as the more powerful gatekeeper, the second
language speaker as the less powerful (potential) beneficiary of the
encounter.

In their detailed analysis of specific encounters, Bremer and colleagues
concentrate on how the participants succeeded (or failed) in developing
and maintaining mutual understanding from moment to moment. For
them, understanding is an interactive process, ‘mutually constructed in the
course of inferencing by all participants in an encounter’ (Gumperz, 1982,
in Bremer et al., 1996, pp. 15-16). It is clearly a prerequisite for ongoing
and sustained language learning opportunity.

An example of the data collected and analysed by the European Science
Foundation researchers in their work on gatekeeping encounters is taken
from a meeting between a Moroccan informant (Abdelmalek), a learner of
French as a second language, and a French travel agent. This extract shows,
first of all, how misunderstanding can arise from a mishearing of a single
lexical element. (Abdelmalek mishears par quoi ‘how’, as pourquoi ‘why’, and
proceeds to explain his reasons for needing to travel.) But, second, it illus-
trates the additional communication problems arising from a mismatch in
power relations, at least as perceived by Abdelmalek. It is not normally
appropriate for a travel agent to enquire about a client’s reasons for a trip,
so why did Abdelmalek think that pourguoet ‘why’ was a reasonable interpre-
tation of what he had heard? Bremer et al. (1996) suggest that Abdelmalek
had already experienced many official encounters during his short stay in
France, when he had been interrogated about his motives and his personal
life; he assumed that a travel agent, too, had the right to ask such guestions.
But on this occasion the travel agent is merely puzzled, and indicates that
Abdelmalek’s response was not appropriate — though on this occasion he
remains sufficiently co-operative to rephrase his original query:

(1) A: je partir a casablanca, maroc

i am leaving for casablanca, morocco

N: par quoi vous voulez partir T
how do you wisk to go |

A: [se] beaucoup problémes la-bas papa malade
je partir tout de suite
a lot of problems there father 1s il
i'm leawving right away
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(5} N: je comprends pas la qu’est-ce que vous voulez
ot vous voulez aller T
i don’t understand thar whar do vou want
awhere do you want to go T
{Deulofen and Taranger, 1984, in Bremer et al., 1996, pp. 12-13)

A final, classroom-based example of the ways in which unequal power rela-
tions can affect learners’ participation in a second language community of
practice, and hence their learning opportunity, is offered by Losey (1995).
In this classroom study, Losey moves beyond a concern with teacher—
student relations, to examine the classroom roles of different ethnic and
gender groups. The study again involves adult minority informants, but the
research setting is a North American adult literacy classroom. The students
were a mix of monolingual (English as first language) Anglo Americans and
bilingual {Spanish as first language) Mexican Americans. A first analysis
showed that in teacher-led, English-medium whole-class discussions, the
Anglo students dominated overwhelmingly. Closer study alse showed a
striking gender difference within the Mexican American group; the few
Mexican American males participated at a similar rate to the Anglo
students, while Mexican American women scarcely contributed at all to
whole-class discussions, though they comprised almost half the class. In
small group settings, however, whether with peers or with a nitor, these
women talked freely, asking many work-related guestions, and jointly
solving problems. Losey (1995, p. 655) attributes the women’s silence in
class — and hence, their restricted learning opportunity — to their powerless
position as a ‘double minority’, in terms of both ethnicity and gender.

8.5 Second language learning and the (re}construction
of identity

8.5.1 Introduction

The concept of social identity has been borrowed into SLL studies and
applied linguistics from social psychology. A notable theorist of social iden-
tity has defined it as “That part of an individual’s self-concept which derives
from his knowledge of his membership of a social group (or groups)
together with the emotional significance attached to that membership’
{Tajfel, 1974, p. 69, quoted in Hansen and Liu, 1997, pp. 567-8). Social
identity, therefore, is the sense of ‘belonging’ to a particular social group,
whether defined by ethnicity, by language, or any other means.

As originally proposed by Tajfel and others, the concept of social identity
has been criticized for being too static, and being too focused on the
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individual (though Tajfel himself is defended by McNamara, 1997). In her
research with adult immigrant language learners, Norton aimed to develop
a more dynamic view of identity:

T use the term identity to reference how a person understands his or her rela-
tionship to the world, how that relationship is constructed across time and
space, and how the person understands possibilities for the future.

(Norton, 2000, p. 5)

For Norton, language, identity, and context interact mutually:

I foreground the role of language as constitutive of and constituted by a
language learner’s social identity ... It is through language that a person nego-
tiates a sense of self within and across different sites at different peints in time,
and it is through language that a person gains access 1o — or is denied access to
— powertul social networks that give learners the opportunity to speak.
(Norton, 2000, p. 5)

8.5.2 Adult transformations of identity

Norton’s longitudinal study explored changes in the participants’ social
identity over time, and in particular, their struggles to achieve the right to
speak in second language settings, Thus, the young worker BEva transformed
her self-concept over time from that of unskilled immigrant with no right to
speak, to that of multicultural citizen possessing ‘the power to impose
reception’ (Bourdieu, 1977, in Norton, 2000, p. 128}. Another participant
in Norton’s study was Martina, a Czech-speaking immigrant in her 30s and
a mother, who relied at first on her own children’s support in underraking
a range of both public and domestic English-medium negotiations. But
Martina viewed herself as the primary caregiver in the family, and struggled
to resume these responsibilities herself (e.g. challenging the landlord by
phone, in a disagreement over rental payments). Similarly, in the fast food
restaurant where she worked, she was bossed around initially by her teenage
fellow workers; but soon she reasserted her status as an adult with author-
ity over children, and claimed the ‘right to speak’ in this role:

In restaurant was working a lot of children, but the children always thought that
I'am — I don’t know — maybe some broom or something. They always said ‘Go
and clean the living room’, and I was washing the dishes and they didn’t do
nothing. They talked to each other and they thought that I had to do everything,.
And I said ‘no’. The girl is only 12 vears old. She is younger than my son. I said
‘No, you are doing nothing. You can go and clean the tables or something’.
(Norton, 2000, p. 99)
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Pierce argues that as Martina’s identity changed, from submissive immi-
grant to caregiver, so did her opportunities to speak and to learn English.

While Norton relies largely on self-report, the BEuropean Science
Foundation researchers again provide analyses of ongoing second language
interactions that illustrate the local negotiation of aspects of learner iden-
tity. In particular they pay attention to learner face and self-esteem, and how
they may be threatened or consolidated by attempts to negotiate under-
standing. Thus, threats to second language speakers’ self~esteem can arise,
when misunderstandings are too frequent in interactional data. For exam-
ple, a Spanish first language speaker, Berta, living in a French-speaking
environment, attempted to get some shelves made to order in a woodwork-
ing shop (Bremer ez al., 1996, p. 91). She failed to cope with the shop assis-
tant’s more technical enguiries, and eventually lost his attention to another
customer. The Buropean Science Foundation data show that first language
speakers in service encounters are often not very co-operative with second
language learners, so that the major burden of achieving understanding
rests with the latter. In face-threatening situations, second language speak-
ers may use a range of strategies. At one extreme, the European Science
Foundation team found examples of resistance, that is, more or less com-
plete withdrawal from second language interaction, and a re-assertion of
the speaker’s first language identity (e.g. by switching to monolingual first
language use); the minority speakers resorting to this strategy were most
usually women. At the other extreme, they found speakers who worked
hard during second language interactions to assert a positive, native-
speaker-like identity, by, for example, indicating explicitly that they had
understood, or using excuse formulae when they had to interrupt to clarify
meaning (Bremer et al., 1996, p.100). These speakers were mostly men,
though Berta was one of the women learners who evenrtually discovered
ways of asserting herself and taking more conversational control.

8.5.3 Adolescents and second language identities

Other ethnographic studies of adolescent second language learners pro-
duce similarly complex and dynamic portraits. McKay and Wong (1996)
studied a group of Chinese first language immigrant adolescents attending
high school in the USA, many of whom were ‘caught in the [conflicting]
demands made by multiple discourses in their environment’ {McKay and
Wong, 1996, p. 598). These included colonialist or racialized discourses
which positioned immigrants as deficient and backward; ‘model minority’
discourses which celebrated the economic success of Asian Americans (by
contrast e.g. with African Americans); Chinese cultural-nationalist
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discourses which defined ‘being Chinese’; social and academic school dis-
courses, and gender discourses. The individual students ‘managed’ their
identities differently in this complex environment, with differential conse-
quences for their ambitions and success in learning English oral and liter-
acy skills.

Further illustrating the relationship between identity construction and
second language development, Lam (2000) conducted a case study of a sin-
gle adolescent English as second language learner, Almon, whose English
literacy was poor even after five years of schooling in the USA. However,
Almon became interested in computer-mediated communication and
developed a new identity and ‘nurturing’ relationships, with teenage peers,
through chat-room friendships. Almon described the change this way in an
email message:

I believe most people has two different ‘', one is in the realistic world, one is
in the imaginational world. There is no definition to define which I’ is the orig-
inal T, though they might have difference. Because they both are connect
together. The reality ‘T° is develop by the environment changing. The
imaginative ‘T’ is develop by the heart growing. But, sometime they will influ-
ence each other. For example me, ‘I* am very silent, shy, straight, durmmy, seri-
ous, outdate, etc, in the realistic world. But, ‘T’ in the imaginational world is
talkative, playful, prankish, naughty, open, sentimental, clever, sometime easy
to get angry, etc. . . .I don’t like the ‘T’ of reality. I'm trying to change myself.

' (Lam, 2000, p. 475}

Almon’s development of this alternative identity, and his engagement with
a global community of practice through computer-mediated communica-
tion, produced a qualitatively different relationship to English:

even if it’s still not very good, I can express myself much more easily now . . .
i’s not a matter of typing skill, it’s the English . .. now Ive improved, i’s
because of {instant messaging] or email or other reasons ... Now it’s some-
what different, before 1 was the type who hated English, really, I didn’t like
English. Maybe it was a kind of escapism, knowing I wasn’t doing well art it,
and so I used hating it as a way to deal with the problem. But I think it’s eas-
ier for me to write out something now . . . to express better.

(Lam, 2000, p. 468)

8.5.4 Autcbiographical narrative

Finally, Pavlenko (1998) has anaiysed yet another kind of data in order
to explore relationships between SLL and identity formation on a more
strategic level. She has studied autobiographical narratives produced by
literary figures who successfully learnt a second language after puberty,
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and became writers in that language. Using a range of these writings,
Pavlenko argues that ‘language learning in immigration’ involves a first
stage of continuous losses {rather than immediate acquisition), and only
later a stage of gains and (re) construction. These stages can be subdi-
vided as follows:

The stage of losses The stage of gains and (ve) construction

® (areless baptism: loss of one’s ® Appropriation of other’s voices;
linguistic identity

® T .oss of all subjectivities ® Hmergence of one’s own voice,

often first in writing;
® I .o0ss of the frame of reference and ® Translation therapy: reconstruction

the link between the signifier and of one’s past
the signified
& I.0ss of the inner voice ® Continuous growth ‘into’ new posi-

tions and subjectivities
® First language attrition

Pavienko (2001) further explores the transformation among women. second
language English learners of their gendered identities and subject positions,
as documented in a larger corpus of autobiographical narratives. She iden-
tifies a range of spaces as central to the (re)negotiation of gendered iden-
tities: educational sites, intimate relationships, friendships, parent—child
relationships and workplaces, She claims that many women second lan-
guage users in this corpus chose or accepted second language English as
‘the language that gives them enough freedom to be the kind of women they
would like to be’ (Pavlenko, 2001, p. 147), perhaps because of positive asso-
ciations between American English and feminist discourses. Conversely,
other studies have documented the ambivalence with which English first
language learners of Japanese as a second language regard Japanese ‘femi-
nine’ identity, and show how they resist features of spoken Japanese, such as
a raised pitch level, which are associated with being ‘polite, cute, gentle,
weak, and modest’ (Ohara, 2001).

8.6 Affect and investment in second language learning

Many researchers in SLL have tried to explain differing degrees of learner
success by appealing to factors, such as instrumental or integrative
motivation, which are assumed to be relatively fixed and stable (see Section
1.5.2). The research reviewed in previous sections of this chapter already
suggests that learners’ attitudes and feelings about SLI. may be much more
dynamic and negotiable. In this section we look more closely at
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sociolinguistic discussions of the role of affect and language attitudes in
promoting or inhibiting learning success, and introduce the sociolinguistic
concept of ‘investment’ as an alternative to the traditional social psycho-
logical concept of motivation.

Krashen’s affective filter is perhaps the best-known hypothesis in SLL
theory, which tries to deal with the impact of attitudes and emotion on
learning effectiveness (see Chapter 2). However, like the social psycho-
logical construct of motivation, the affective filter hypothesis can be
criticized as insufficiently flexible and asocial.

For adult migrant learners such as Berta, the second language is the only
available communicative option, in many difficult encounters with the pow-
erful (Bremer et al., 1996). Her emotional response to the second language
is inextricably entwined with the social context in which she has to use it,
For example, the European Science Foundation team recorded a conversa-
tion with Berta in which she retells her experience in hospital, where she
had gone to enquire after her child, hurt in an accident, late in the evening,.
She had located the relevant doctor, but he had sent her away, telling her
only that she should come back tomorrow for more information. Her actual
interaction with the doctor was not recorded, but the extract below quotes
the conclusion of her narrative, with its vivid recollection of her strong feel-

ings of anger, and how these feelings frustrated her second language-

medium attempts to force the doctor to give her proper attention.

B: il me dit que je sorte tout de suite de/*del hospital* pasque bon je crois
que ¢’est 'heure pasque + c¢’est la/la neuf + vingt T/vingt et un T vingt et
un heure je crois que c’est possible *por* ¢a
he told me that i leave ar once from/{from the hospital because well 1 think it is
the time because + it is nine + rwenty 1/ rwenty-one | teventy-one 1 think it is
posstble that’s why

N: Oui mais ¢’est quand méme pas norrmal
Yes buz it is not veally normally like that

B:  oui c’est ¢a *lo que* jé dis pasque je suis trés fichée avec lui je le dis bon
je n’/*yo/yo* voudrais que vous m’expliquiez qu’est-ce qui passe non non
non il me dit
ves it is what 1 said because 1 was very angry with him 1 told him well i don’t fi
£ wish you would explain 1o me what happens no no no he told me

N: gu’est’ce que tu as fait ators T
what did you do then T

‘B:  bon je suis fichée avel/avec lui *y* je le dis beaucoup de choses avec m/
+ et + je m’énervé beaucoup
well § got angry with ki with im and @ told him a lot of things with m/ + and
+ i got very worked up

N: ah oui + je comprends ¢a oui + et tu es partie T
Yes + i understand it yes + and did you go T
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B: alors oui il est part pasque je n’avais le/ avais le + que je suis fichee je ou/
je oubliais fes mots en frangais *por por* dire + je ne/je ne trouvais + rien
de mots *por* dire les choses que/ que je le dis 4 Iui *por* pasque n’est
pas bon la maniére gu’il me dit au revoir
then ves he went because 1 did not have thel have the + thar © was angry for! ¢
Jorget the words in french to say + 1 did not! did not find + nothing of words to
say the things which! which i tell him because it is not good the manner he said
goodbve to me

(Bremer et al., 1996, p. 94)

In a classroom study, Rampton (2002) observed the foreign language
German Iessons on offer to a group of adolescents at a multi-ethnic London
secondary school. The audiolingual-style lessons were strongly structured
and controlled, and students’ own agendas and experience were ‘kept at
arms length’, much more so than in other curriculum subjects. Active pub-
lic commitment to German was expected, through involvement in the col-
lective practices of oral drills, etc., and the students showed their
ambivalent response in class by ‘ragged and reluctant participation’
(Rampton, 2002, p. 502). However, in other lessons, unexpectedly,
Rampton documented these same students as using bits and pieces of
‘management German’, at moments of potential conflict with other teach-
ers. The following example comes from an English lesson:

1 MrN: AsI’ve said before

2 1 get a bit fed up with saying (.}

3 shshsh

4 John: (addressed to Mr N?) LOU/DER

5 MrN: You're doing your SATS (tests) now

6 Hanif: VIEL LAUTER SPRECHEN
speak much louder

7 VIEL LAUTER SPRECHEN
speak much louder

8 John: (smule-voice) lauter spricken

9 Whatever that is

(Rampton, 2002, p. 506}

Rampton suggests that as far as the students were concerned, ‘language
lessons turned German into a ritual language, and that this ritual dimen-
sion was both acknowledged and taken in vain in the subversive orientation
to order and propriety displayed in impromptu Deutsch [German]’
{(Rampton, 2002, p. 511).'This downgrading of German to a ritual language
from which their personal experience was excluded, made German only
useful immediately for procedural management, and led in the longer term
to language learning failure.
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Norton (2000) further shows that learners’ motivation to succeed in
SLL., and the amount of effort that Eva, Mai and the other women in
her study were willing to ‘invest’ in practising English, is closely related
to the social identities they were aiming to construct over time. This
variable investment is also seen among the Chinese teenagers studied by
McKay and Wong (1996), some of whom concentrated on developing
the English literacy skills needed for a ‘good student’ identity, while
others concentrated on developing speaking skills, so as to be accepted
among the students’ informal networks. (Interestingly, these students
scemed to invest in those aspects of English needed for acceptance in
their immediate surroundings, rather than those which would eventually
be needed to meet their parents’ aspirations for them, or those of the
wider society.) In an extensive ethnographic study of a French-medium
high school in the English-dominant ¢ity of Toronto, Heller (1999} com-
pared the social motivations for learning French of local white students,
with those of students of migrant background (e.g. from Francophone
Africa). The African students held ambivalent views towards both
French and English, as languages of colonialism, and rejected them as
languages of personal cultural significance. Nonetheless, they saw excel-
lent mastery of the standard varieties of both languages as central to
their individual economic success, as skilled multilingual individuals. In
contrast, Heller cites a white female student, whose dominant langunage
is English, who is pleased to have studied through French, as part of her
family identity, but whose ambitions, for example, for French literacy
are self-limiting, as she does not see herself needing or using French in
her future career:

So I mean like people on my Mom’s side and my Dad’s side, like they know
French sort of thing. So it’s kind of like that’s kind of not the background, but
alot of . .. they always knew French, so I also want my kids 1o speak French
as well. It’s like it’s my background you know. They spoke French, so I think
I should keep it up as well.
{.J)
I know I'm going to an English university because, first of all, they offer more
programmes, like the programmes that [ want, and it will be easier for me to
like explain myself in English, you know, especially when I’'m going to have to
do like a lot of essays and stuff, English is my first language and I can write
better and stuff.

(Student Sandra, in Heller, 1999, pp. 144-5)
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8.7 Evaluation: the scope and achievements of
sociolinguistic enquiry

In this chapter we have introduced several different strands of socio-
linguistic theorizing about second language use and second language devel-
opment. One of these strands, the quantitative study of second language
variation, is very different from the others, focusing on interlanguage vari-
ability at the lexical and morphological level. Here, we have seen that socio-
linguistic factors play a role of increasing importance as learners become
more advanced, but it is clear that much variability must be attributed pri-
marily to psycholinguistic influences.

The remaining strands deal with SLL in a broad way, embedded in its
social context. This work is typically qualitative and interpretive in nature,
using the techniques of ethnography or of conversational analysis, and pro-
viding longitudinal accounts of the social processes of second language
interaction and deve]epm'ent. It frequently involves case studies of individ-
uals or groups of learners; great attention is paid to the personal qualirties
and ambitions of the learner, and their own social contribution to the learn-
ing context. Valuable concepts such as the ‘community of practice’ have
been introduced to this field in recent work, which have been helpful for
theorizing SLL as a social practice, in an integrative way. On the other
hand, it is still rare to find in sociolinguistic work of this kind, any close
attention being paid to the linguistic detail of the learning path being fol-
lowed (i.e. to the precise learning route), or the cognitive processes involved
{(see comments of Watson-Gegeo and Nielsen, 2003).

8.7.1 Sociolinguistic perspectives on interlanguage and
interlanguage communication

One of the obvious strengths of the sociolinguistic tradition in second lan-
guage acquisition is the rich accounts offered of cross-cultural second lan-
guage communication. In Chapter 5, we noted that the functionalist
tradition in second langunage acquisition had paid relatively little attention
to second language interaction, despite being very interested in learners’
naturalistic second language output, The interactionist tradition reviewed
in Chapter 6 does of course systematically analyse second language inter-
action, but adopts a mainly quantitative approach, tailying the occurrence
or non-occurrence of significant functions such as rhe negotation of mean-
ing, recasts, etc. The ethnographers of second language communication
whose work we sampled in this chapter explore complete speech events in
a much more holistic way. They take a multi-level view of conversational
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interaction; they are concerned with the relationships between linguistic
and non-linguistic aspects of communication, and with the development of
pragmatic and discourse competence appropriate to particular identities
and communities of practice, rather than centring on the linguistic aspect
per se, which is not seen as autonomous or pre-eminent.

In contrast, the variationists discussed in Section 8.3 look at a range of
relatively “micro’ linguistic features in learner language. They have demon-
strated that such variability is patterned rather than random, and that it is
linked to some extent to social factors, though much less so than first lan-
guage varieties. The emergence of socially patterned variation among more
advanced or more integrated learners can be linked to learners’ aspirations
to develop appropriate second language identities, and thus to the themes
discussed in later sections of the chapter. However, it has not been shown
that interlanguage contains ‘variable rules’ of a formal kind.

8.7.2  Sociolinguistic perspectives on language learning
' and development

As far as language learning itself is concerned, sociolinguistically ori-
ented research has provided rich descriptions of the context for language
learning, and the speech events (from gatekeeping encounters to class-
room lessons) through which it is presumed to take place. Like the
Vygotskyan socio-cultural theorists discussed in Chapter 7, the second
language ethnographers studied here believe that learning is a collabora-
tive affair, and that language knowledge is socially constructed through
interaction. They have paid less attention than the socio-cultural theorists
to the linguistic detail of expert or novice interaction, or to the ‘micro-
genesis’ of new language forms in the learner’s second language reper-
toire. There is no real parallel as yet in second language ‘Tanguage
socialization’ studies to the detailed work of Ochs (1988) on linguistic
development in first language socialization. Thus, while Ochs offers evi-
dence to support her claim that the actual roure of first language devel-
opment can be influenced by the nature and quality of interactions in
which the child becomes engaged, this idea has not yet seriously been
investigated for second language development, from a ‘socialization’ per-
spective. (For a small-scale exception, see Tarone and Liu, 1995.)

On the other hand, current ethnographies of second language commu-
nication and of second language socialization offer a great deal of evidence
about how the learning context, and the learner’s evolving style of engage-
ment with it, may affect the raze of SLL. The patterning of learning oppor-
tunities, through communities of practice with structured and sometimes
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very unequal power relationships, has been invoked to explain learners’
differential success even where motivation is high.

-8.7.3 Sociolinguistic accounts of the second language
learner '

Second language ethnographies take an interest in a wide variety of second
language learners, from the youngest classroom learners to adult migrants.
The second language ethnographers that we have encountered take a more
rounded view of the learner as a social being, than is true for other per-
spectives we have surveyed. Thus, for example, dimensions such as gender
and ethnicity are seen as significant for language learning success
(Sunderland, 2000).

Most striking, though, is the emphasis placed by contemporary ethno-
graphic researchers such as Norton on the dynamic and alterabie nature of
learners’ identity and engagement with the task of SLIL. Self-esteem,
motivation, etc., are believed to be both constructed and reconstructed in
the course of second language interaction, with significant consequences
for the rate of learning and ultimate level of success. Alongside rich
characterizations of the learning context, the importance attributed to
agency and investment is one of the most distinctive current themes offered
by this particular perspective on SLL.,

9

Conclusion

9.1 One theory or many?

Having come to the end of our survey of current trends in second language
learning (SLL) research, we are left with a reinforced impression of great
diversity. Different research groups are pursuing theoretical agendas that
centre on very different parts of the total language learning process; while
many place the modelling of learner grammars at the heart of the enterprise,
others focus on language processing, or on second language interaction.
Each research tradition has developed its cluster of specialized research pro-
cedures, ranging from the grammaticality judgement tests associated with
Universal Grammar-inspired research, to the naturalistic observation and
recording practised by ethnographers and language socialization theorists.
On the whole, grand synthesizing theories, which try to encompass all
aspects of SLL in a single model, have not received general support. Rather
than a process of theory reduction and consolidation, of the kind proposed
by Beretta and others (1993), we find that new theoretical perspectives
(such as connectionism or socio-cultural theory) have entered the field,
without displacing established ones (such as Universal Grammar).

On the other hand, some attempts have been made at the principled link-
ing ‘of specific theories on a more modest scale, to account for different
aspects of the SLL process; a clear example is that made by Towell and
Hawkins (1994) to link Universal Grammar theory with a theory of infor-
mation processing.

9.2 Main achievements of recent second language
learning research

Drawing on the wealth of studies that have been carried out in the last 15
years or 50, what are the most significant changes that can be noted in SLL
theorizing in its many forms?
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From a linguistic perspective, the continuing applicaton of Universal
Grammar to the modelling of second language competence has led to an
increasingly sophisticated and complex range of proposals about the pos-
sible contents of that mysterious black box originally imported by Krashen
into second language research, the ‘Language Acquisition Device’, One
complication is the growing view among some Universal Grammar special-
ists that the innate language module may itself be modular, with different
aspects of language knowledge being learnt and stored relatively
autonomously. The Universal Grammar approach has also been instru-
mental in providing sharper linguistic descriptions of learner language, and
has helped to better doecument the linguistic route followed by second lan-
guage learners and to explain cross-linguistic influences.

From a cognitive perspective, the main evolutionary developments have
been the application of information processing models to domains comple-
mentary to the learning of grammar, for example the application of
Anderson’s ACT* model to the acquisition of learning strategies, or the
development of fluency. As far as grammar learning itself is concerned, con-
nectionist models offer a much more radical challenge to traditional lin-
guistic thinking, given that they make do without the accepted
paraphernalia of abstract rules and symbolic representations, and suggest
that a network of much more primitive associationist links can underlie lan-
guage learning and performance. However, the empirical evidence sup-

" porting these claims remains limited, and contentious in its interpretation.

Descriptively, recent work in the functionalist tradition has added sub-
stantially to our understanding of the course of second language develop-
ment, and especially the key role played by pragmatics and lexis in
interlanguage communication, in particular in the early stages. Variationist
studies also suggest that much second language variability can be
accounted for by evolving links between form and function.

In terms of descriptive accounts, we have also learnt much from recent
research abour the contexts within which SLL takes place, and the kinds of
interactions in which learners become engaged, and have also started
seriously to investigate the links between interactional engagement and
SLL itself. In their different ways, the interactionist, socio-cultural and
sociolinguistic perspectives all address this issue. The sociolinguistic per-
spective has shown us how learners’ engagement in second language inter-
action is influenced by power relations and other cultural factors. On the
other hand, we have seen that these factors are not inalterably fixed, but can
be renegotiated as learners build new identities. Both interactionist and
socio-cuitural research, in their different ways, show how the ongoing char-
acter of second language interaction can systematically affect the learning
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opportunities it makes available, and have started to demonstrate how
learners actually use these opportunities.

However, a major limitation shared by these particular strands remains
that identified by Braidi (1995) in her commentary on the interactionist
tradition in particular: the continuing scarcity of studies which track and
document learners’ linguistic development in detail over time, and link
their evolving control of linguistic structure, to a narrative account of their
interactional experiences. As researchers in the socio-cultural tradition have
explicitly recognized, even in longitudinal studies, such as thar of Qhrta
(2001), links have so far been made on a limited scale, in respect of small
‘patches’ of language knowledge only. We have not yet seen the systematic
linking over time of longitudinal accounts of interlanguage development
like those provided by the functicnalist strand, with evolving accounts of
second language negotiation, scaffolding, etc.

9.3 Future directions for second language learning
research

For the foreseeable future, it seems that SLL will be treated as a modular
phenomenon, with different research programmes addressing different
aspects. The influence of linguistics on the modelling of second language
competence is unlikely to diminish, so that we can expect to see continuing
reflexes of evolving linguistic thinking in second language research, as we
have already seen in the application of successive versions of Universal
Grammar theory to the second language problem. On the other hand, the
application of general learning theories derived from cognitive psychology,
neural science, etc., can also be expected to continue, as can be seen clearly,
for example, in Doughty and Long (2003}; the attempts to bring to bear on
SLL such diverse general learning theories as connectionism, on the one
hand, and Vygotskyan socio-cultural theory, on the other, are current
examples, but others may follow.

Although we believe these different research strands within second lan-
guage acquisition will retain their autonomy and individual impetus, how-
ever, it is clear thar attempts to cross-refer between them and examine
relations between different learning ‘modules’ in a systematic way, a process
already exemplified in, for example, Towell and Hawkins (1994) and
Carroll (2000}, will continue to prove a productive way of developing our
understanding of the specific modular domains, Much recent work has
examined various interfaces in detail, for example between syntax and mor-
phology, between the lexicon and syntax, or between semantics and syntax
(Jufts, 1998, 2000; Lardiére 1998; Parodi, 2000; Prévost and White, 2000;
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Franceschina, 2001; Hawkins, 2001, 2003; Herschensohn, 2001;Van Hout
et al., 2003; Myles, in press a).

From a methodological point of view, one productive development
within certain strands of second language research is the greater use of
computer-aided techniques for the analysis of second language data. In the
past, corpus-based studies of second language development or second lan~
guage interaction have usually involved manual analysis of a very labour-
intensive kind. Child language research has shown the potential of
computer-aided analysis for the handling of corpus data, using software
such as the CHILDES package (MacWhinney 2000a, 2000b). The devel-
opment of electronic second language corpora, plus work to devise appro-
priate tools for analysis, is making possible the more systematic linking of
second language grammar development with second language interaction
(Granger, 1998; Granger er al., 2002; Marsden ez al., 2003; Rule et al.,
2003). They also facilitate much closer attention to second language lexis
and lexico-grammar, and to the role of prefabricated chunks and routines
in second language use and SLI. Recent advances in computer technelogy
have also enabled the development of computer modelling of SLL (e.g. the
recent application of connectionism to SLL).

Such technical developments do not challenge the fundamental assump-
tions of SLL research, which by and large have remained those of rational-
ist ‘modern’ science. In recent years, however, a number of critiques have
developed of ‘autonomous’ applied linguistics and second language acqui-
sition, from more socially engaged perspectives (Phillipson, 1992;
Pennycook, 1994); Rampton (19935b) charts what he sees as the rise of
more ‘ideclogical’ forms of applied linguistics. We can find in contemporary
theoretical discussions, proposals for more socially engaged forms of sec-
ond language acquisition research, on the one hand (Block, 1996), and: for
post-modern interpretations of second language use and learning, on the
other {reviewed by Brumfit, 1997}. Post-modernism offers a relativist cri-
tique of ‘attempts to see human activity as part of a grand scheme, driven
by notions of progressive improvement of any kind’ (Brumfit, 1997, p. 23}.
As far as language is concerned, it highlights problems of textuality, and the
complex relationship between language and any sort of external reality; ‘we
are positioned by the requirements of the discourse we think we adopt, and
our metaphors of adoption hide the fact that iz adopts us’ (Brumfit, 1997, p.
25). The post-modern concept of intertextuality — the idea that all language
use is 2 patchwork of borrowings from previous users — has been claimed to
be of central importance for SLL. (Hall, 1995),

So far, however, the critical and post-modern commentary on second
language acquisition has not dislodged its central modernist assumptions.
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It will be for the future to tell how much impact it eventually makes on pro-
grammes of second language empirical enquiry; this evolution will evi-
dently be linked to wider ongoing debates in the social sciences.

9.4 Second language learming research and language
education

We noted in Chapter 2 that theorizing about SLL has its historic roots in
reform movements connected to the practical business of language teach-
ing. Howatt (1984, pp. 12-72) shows that this has been true since
Renaissance times at least. In the last quarter-century, however, as we have
clearly seen, it has become a much more autonomous field of enquiry, with
an independent, ‘scientific’ rationale.

But what kind of connections should this now relatively independent
research field maintain, with its language teaching origins? From time to
time, it has been argued that the ‘scientfic’ findings of second language
acquisition should guide the practices of classroom teachers; the recom-
mendations that flowed from Krashen’s Input hypothesis, in the form of
the ‘“Natural Approach’ to language pedagogy, are an obvious example
{Krashen and Terrell, 1983}. Another example that we encountered
briefly earlier is the Teachability hypothesis, advanced by Pienemann, who
suggests that new second language items might most effectively be taught
in sequences that imitate empirically documented developmental
sequences.

R. Ellis (1997) reviews a number of well-known difficultdes with such a
top-down, rationalist approach to linking research-derived theory and
classroom practice. The findings of second language acquisition research
are not sufficiently secure, clear and umcontested, across broad enough
domains, to provide straightforward prescriptive guidance for the teacher
{nor, perhaps, will they ever be s0). They are not generally presented and
disseminated in ways accessible and meaningful to teachers; the agenda of
second language acquisition research does not necessarily centre on the
issues which teachers are most conscious of as problematic. But most
importantly, teaching is an art as well as a science, and irreducibly so,
because of the constantly varving nature of the classroom as a learning
community. There can be no ‘one best method’, however much research
evidence supports it, which applies at all times and in all situations, with
every type of learner. Instead, teachers ‘read’ and interpret the changing
dynamics of the learning context from moment to moment, and take what
seem to them to be appropriate contingent actions, in the light of largely
implicit, proceduralized pedagogic knowledge. This has been built up over
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time very largely from their own previous experience, and usually derives
only to a much more limited extent from study or from organized training.

However, present second language acquisition research offers a rich vari-
ety of concepts and descriptive accounts, which can help teachers to inter-
pret and make better sense of their own classroom experiences, and
significantly broaden the range of pedagogic choices open to them. For
example, SLL research has produced descriptive accounts of the course of
mterlanguage development, which show that learners follow relatively
mvariant routes of learning, but that such routes are not linear, including
phases of restructuring and apparent regression. Such accounts have
helped teachers to understand patterns of learner error and its inevitability,
and more generally, to accept the indirect nature of the relationship
between what 1s taught and what is learnt. Similarly, in the recent literature,
discussions about the role of recasts and negative evidence in learning
(reviewed in Chapter 6), about scaffolding and microgenesis (Chapter 7),
or about language socialization (Chapter 8) have great potential to stimu-
late teacher reflections on the discourse choices available to them, when
enacting their own role as second language guide and interlocutor.

Of course, the sub-field of research on ‘instructed second language
acquisition’ (R. Ellis, 1990; Spada, 1997; Norris and Ortega, 2000; Cook,
2001; Lyster, 2001; Robinson, 2001; Doughty, 2003) plays a special role in
addressing concerns somewhat closer to those of the classroom tea'cher,
and may offer opportunities for more direct involvement of teachers as
research partners, But even ‘instructed second language acquisition’
research is not identical with problem solving and development in language
pedagogy, and does not ensure a shared agenda between teachers and
researchers. There is a continuing need for dialogue between the ‘practical
theories’ of classroom educators, and the more decontextualized and
abstract ideas deriving from programmes of research. Researchers thus
have a continuing responsibility to make their findings and their interpreta-~
tions of them as intelligible as possible to a wider professional audience,
with other preoccupations. We hope that this book continues to contribute
usefully to this dialogue.
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