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Preface

As | sit in Italy with my two-and-a-half-year-old grandson, | marvel, not only at his
ability to learn English syntax (his native language), which progresses by leaps and
bounds daily, but also at his ability to learn Italian, albeit not much. | am fascinated
at how he knows that both a gatto and a cat go meow; that when one person gives
something to him, he says grazie, and when another person gives something to him,
he says tank u. A horse and a cavallo are the same thing. A mucca and a cow refer
to the same animal, unless he is angry, then it's “that not mucca, that cow.” After a
few weeks in ltaly, all dogs are now referred to as cane, regardless of language. This
book takes these marvelous events and attempts to make sense of this highly complex
phenomenon called language learning. | use these only as examples, because this
book deals mostly with adults and brings in examples from children only as they relate
to the main topic of this book, as a way of contextualizing the discipline of second
language learning.

Learning a second language is something about which everyone seems to have an
opinion. Even a casual airplane conversation with a seatmate, during which we are asked
what we do, always elicits opinions about second language acquisition (SLA), some of
which are accurate, some of which are not (I just patiently listen and smile). It is our intent
to help set the record straight on this complex research area by bringing to the reader a
bit of disciplinary history, accompanied by current directions.

The field of second language learning is old and new at the same time. It is old in
the sense that scholars, for centuries, have been fascinated by the questions posed by
the nature of foreign language learning and language teaching. It is new in the sense
that the field, as it is now represented, only goes back about 40-50 years. In the earlier
part of the modern phase, most scholarly articles emphasized language teaching and
only had a secondary interest in language learning. In other words, the impetus for
studying language learning originated in pedagogical concerns.

In the past 40 years or so, the field of SLA has developed into an independent and
autonomous discipline, complete with its own research agenda. One only has to look
at the increase in the number of conferences (of both a general and a topical nature)
dealing exclusively with SLA, as well as special sessions on SLA as part of larger
conferences. Furthermore, the field now has journals devoted exclusively to research in
the field (Studies in Second Language Acquisition, Language Learning, Second Language
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Research), as well as others in which reports of second language studies comprise a
major part (e.g., Applied Linguistics, Applied Psycholinguistics, The Modern Language
Journal). There are also numerous edited volumes dealing with sub-areas of the field (e.g.,
language transfer, language input, language variation, Universal Grammar, Critical
Period) and, in recent years, entire books concerned with sub-areas of the field, as well
as numerous texts dealing with research methodologies. All of these attest to the vitality
and vibrancy of the field. In this book, we present the old and the new as a way of
helping the reader understand some of the history of the field and how we got to where
we are today.

What is particularly noteworthy about the discipline of SLA is its interdisciplinary
character. Second language research is concerned with the general question: How
are second languages learned? With the belief that there are a number of perspectives
one can take in answering this question, scholars have approached the field from
a wide range of backgrounds: sociology, psychology, education, and linguistics, to
name a few. This has both positive and negative effects on the field. The advantage
is that, through the multiplicity of perspectives, we are able to see a richer picture of
acquisition, a picture that appears to be more representative of the phenomenon of
acquisition, in that learning a second language undoubtedly involves factors relating
to sociology, psychology, education, and linguistics. On the other hand, multiple
perspectives on what purports to be a single discipline bring confusion, because it
is frequently the case that scholars approaching SLA from different (often opposing
and seemingly incompatible) frameworks are not able to talk to one another. This is so
because each perspective brings with it its own way of approaching data and its own
research methodology. This book attempts to bring together these disparate threads, to
place them within a coherent framework, and, importantly, to make the field accessible
to large numbers of students with varying interests and varying goals for wanting
to learn about second language learning. To that end, we take a multidisciplinary
approach, in that what we have selected to present represents research with origins in
other, well-established disciplines, but with implications for the central question: How
are languages beyond one’s primary language learned?

The book is designed to be used in an introductory course for advanced
undergraduate or graduate students. The goal is to make the information contained
herein available to students with a wide variety of background knowledge. The
book can be used by those with a background in languages and/or linguistics and
those with little or no background in these areas. The book developed out of the
belief that the complexities of the field can, and should, be brought to the attention
of many students, both those who are intending to delve further into the field and
those who are only curious about the pervasive phenomenon of learning a second
language.

This book has as its major focus second language learning. It is not a book that
talks directly about language teaching, but we firmly believe that it is an important book
for language teachers, in that it helps them understand the complex phenomenon that
each and every student is struggling with. As teachers think about how to use this
book, we encourage you to use some of the new pedagogical features in a way that
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best suits you and your students. We aimed the book at a broad audience, ranging
from students who will use this as a stepping-stone as they pursue their advanced
degrees in the field, to those in an advanced undergraduate program or MA program,
whose main goal is to become teachers. For the former, some of the historical back-
ground may be more important as they begin their path to becoming professionals
and eventually imparting this information to others. For the latter, a more cursory
read can be given to those parts. Thus, more or less time can be given to any area
by covering more than one chapter in a lesson or two or by extending chapters over a
longer period of time. The “More to Do and More to Think About...” sections at the end
of chapters can be used differently, depending on the students’ goals. For example,
more theoretical questions can be eliminated for those who are not planning PhD work;
more pedagogical questions can be eliminated for those who are, and/or for students
more interested in acquisition than pedagogy. It is our firm belief, however, that,
regardless of ultimate goals, both groups (and those in between) can benefit from an
understanding of how learning takes place.

This book is the fourth edition of one originally published in 1994, which |
co-authored with Larry Selinker. The field has shown considerable growth since the
first edition, and this edition reflects that growth, in part, by tracing the development
of the field from its early stages to the present. This edition has been updated and
rearranged, new sections have been added, and, in some cases, sections have been
rewritten.

This edition has a number of new pedagogical features. For example, throughout
each chapter there are “Time to Think...” and “Time to Do...” boxes, which are intended
to encourage students to think about what they have just read and relate it to their own
language learning experiences and, in some cases, to their own language teaching
experiences (present or future). We have also put in boldface the first relevant mention
of items in the glossary, so that students can find that item as they are reading. We
have provided chapter summaries under the heading “Points to Remember,” at the
end of each chapter. Additionally, there is a companion website (www.routledge.
com/cw/gass; for students and for teachers) that can be used for additional exercises.
That website also includes PowerPoints that can be used for class presentations as
well as other supplementary materials.

There are many people to whom we owe a debt of gratitude. First and foremost
is Larry Selinker, who co-authored the first three editions with me. His influence on
the field, on my thinking, and on this book has been enormous; without him, the field
of SLA would not be where it is. A second individual to whom great thanks are due
is Josh Ard, who has been instrumental in many areas of the book through all four
editions. Josh provided detailed information on some of the original chapters. Through
discussions with him, | have been better able to determine what is relevant and what is
not. He painstakingly read through chapters, helped with references, and, in general,
made extraordinarily perceptive comments throughout. He provided valuable clues
as to what was involved in writing an introductory textbook, the goal of which was,
in part, to “normalize” the field and make it informative and interesting to novices.
His reading of the text many times over led to minor and major changes throughout. |
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am extraordinarily grateful.

Specific colleagues in the field provided detailed comments on earlier editions
and completed surveys that helped us figure out where we could be clearer, where
we needed to add parts, and where we needed to delete sections from earlier
editions. We are grateful to all of them for their feedback. In particular, Bill VanPatten
read through the manuscript of a previous edition and made perceptive comments
about organization and ways to present research more clearly. Alison Mackey also read
the entire manuscript of previous editions and many times made us rethink conclusions
and suggested more research to look at. Her comments were detailed and insightful.

We have benefited from numerous individuals reading earlier versions of chapters
of this edition. Some wished to remain anonymous, but you know who you are, and we
thank you. Thanks also go to Jacqueline Aiello of New York University, Joyce Guat Ph
Aw of Nanyang Technological University, National Institute of Education (Singapore),
Jean-Marc Dewaele of Birkbeck, University of London, and Lucy Pickering of Texas A
& M, for detailed comments on earlier versions of some of the chapters in this book.
Debbie Pichler of Gallaudet University provided important comments on earlier versions
of some chapters and also gave freely of her time to help us understand what is
involved when sign language gets into the mix. We considered all of your comments
(those from anonymous and non-anonymous sources) and, in many/most cases, were
able to adjust the manuscript to align with your suggestions. In those cases where
changes were not made, it is not because we did not think about doing so, but, in the
end, we opted to leave chapters as we had originally planned, partly because, in many
instances, we received suggestions such as “Change x” and “Don’t change x.”

Our colleagues and friends in the field deserve special mention. Although they
have not all read the manuscript and may not all approve of the conclusions drawn
from their writings, they have all been influential in our thinking and our development
as researchers in the field. They are too numerous to mention, but they know who they
are, and we thank them. Colleagues at Michigan State University have taught from this
book and have helped us see where we could improve areas. A hearty thank you to all
of you.

In expressing our gratitude to these individuals, we wish that we could also blame
them for any errors (factual or interpretive) in this book. Alas, scholarly ethics do not
allow us this luxury, and we accept all errors as our own.

In preparing for this fourth edition, Ivy Ip, our editor from Taylor & Francis, solicited
opinions and feedback from prior users. In most cases, we do not know who these
individuals are, but we hope that you will see your excellent suggestions reflected
in these new pages. Thanks to lvy for her patience and for soliciting comments, and
thanks to those of you who are anonymous to us. Leah Babb-Rosenfeld and Rebecca
Pearce worked with us through the preparation of this manuscript. | know that you
had hoped for an earlier submission, and all | can do is express gratitude for your
sticking with it. It goes without saying that your comments and patience throughout this
process were always welcome.

A final group to be thanked consists of students over the years, many of whom
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Chapter 1

Introduction

AEFENBTEESIEN—RINERAMSFE ESIEBMARESR, AR
BEFEHIIAREN T AMIUEIEEES, FNESEANETESEER T AKEE R
IFAREEEIES IR

FTESIBMRFEN—TIIRZANFRAZAT 20 42 60 FAKRF 70 £, X
—AENAREAN TIRITE IESIENARRNIENTRE, URBEEATAFIER
BFIFEIES. REFTIESIEMREEEY TECRYMMFKER, EEFAT
S EMMEAATTASR, R EIXERE LR, S 1BEFRWHAIHAR .

B, MTFAMNNEFEIETESX—E20MA, (FENESF. BEEHFTE B
XURFFIESER. IESEERIMESMVNAERT T ER. (FESTIESTAM
FHN—&D, FESIEMRBTRHEMLEARFIOMEWE IESMNE LMK, B
RRTARRENERA, BPAROENEN, XMEMEALMEER (Chomsky,
1968 ), EEEIEMNARAN BEIENESFIRELXNFIIEMNWT, XK
TIESHFZNEM, WRETAEESHFZNER. FESIEMRRT THEIE
RIREERENCQUERES, EHFENFELEIFAKRERL N LA BIRENUNEE
M, IBEXNZRFFENCRSERCNZIBTALIARSRX DR, 5B
IEMARPVEEBSFINAR. RLBERURFINRRIVMNRBSZINES LI
BEERTHRZEM,. AL, FTESIES— 1 ESMME, BRE IESIEN
BNIEEREEENEN.

HR, (FENETESIBAE—LERANEARNBHIT T ENRRE, SEARE
iE (native language, NL ). B#RrE (target language, TL ). £ 1E=318 ( second
language acquisition, SLA ). YMEZ3 (foreign language learning ). Bid XTiX L
RNIEENBRESXILE, FEXNE IESI GRS L TRIMANREE, BIETESIER
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BEEFIAFREEFZIBI—TEREFENDRE, ERTLUIERERSEFNETESS
18, BTLUEEREME TIESIER, EBRMSEHE TEHT L KZEMEERXFIER
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EEETRNEEFER. D&, ZSMAL. BYXURERNAENE TIESIE
FEFINABTHTTRGHA, MESEKHH, FIEFEERZESHPLS
O EEIFERY. MEFEATEN, XPEARER T ARNERS, MBAEBNEREE
BugesH, URTEAETESAMMZENNUE, ®9455 @, (FEIBLEOE2W
ROPRS RELMNIRE, BNEE, —RRoAMEEEEEAMEE; SIESFMR
B, ZERDEMRFSNEBLDFEESPRUUERN, WL9FNENKEIE
B, AFNENRIAZEGFHBARSNEmN, ARSTIEICAHE, QRIEIER
NBXEMRER, SFEMERARMERHER. MFEICANR, HIIRNNHATREEN
1aeg, HMENEFAESEE, BHEEMNEEEFERINNEEXR. BXFNRREE
MEMHTR. SRENAERTEEINT, BEEMEBEEEXKN—RXNTF
F—EFEIELIE, MESEEENTFELMUNR—EEEN, 9FNENTFEFS
ZENEF/NARRESHREM, toh, BXINRERERBTREAIR, BEEIERENX
AELSZIBEENINEFNEN, FEALE, FEELEANEREFTINESEAAR,
BREECTESFIERTEFINGD . IBEEMEAENTFNENSBEM, EAEIEER
HREEEENGOFINENTEARR; tst, F—EERT, EFRNENBEEEMN.
&fE, FETETEFRKEEZFESHNRINESR, FESIERRNEFRRZ:
FIEEERINBIFEREM ERET —MESAR, XMRIZINESARZREFNE
(interlanguage, IL ). FMEARRHRZTREMN, EPSEENSANEEMNBIREN
TR, BEBENTFIENAEERR, BEFAFINBRMERR, ENEER
fEz—mEEETEYE, LFANERZ R, FIEFMESENT BIRME T BNZEF,
BHAERMPERET —PIARUINESAR. PMEEICHOEAK (fossilization ) 1
2, FEIEEPNEFKPRIERNETERENESHER, TCFIEEFFTLE
EMERE, RERLIMEESITAF, FERIAFIEESFINGEH A,
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1.1 THE STUDY OF SECOND LANGUAGE ACQUISITION

How do people learn a second, or a third, or a fourth language? The simple answer is “with
great difficulty.” This book considers this basic question from a variety of perspectives.

What is the study of second language acquisition'? It is the study of how second
languages are learned. It is the study of how learners create a new language system
with only limited exposure to a second language. It is the study of what is learned
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of a second language and, importantly, what is not learned; it is the study of why
most second language learners do not achieve the same degree of proficiency in
a second language as they do in their native language; it is also the study of why
some individuals appear to achieve native-like proficiency in more than one language.
Additionally, SLA is concerned with the nature of the hypotheses (whether conscious or
unconscious) that learners come up with regarding the rules of the second language.
Are the rules like those of the native language? Are they like the rules of the language
being learned? Are there patterns that are common to all learners, regardless of the
native language and regardless of the language being learned? Do the rules created
by second language learners vary according to the context of use? Given these varied
questions, the study of SLA impacts on, and draws from, many other areas of study,
among them linguistics, psychology, psycholinguistics, sociology, sociolinguistics,
discourse analysis, conversation analysis, and education, to name a few.

Given the close relationship between SLA and other areas of inquiry, there are
numerous approaches from which to examine the questions raised above. Each area
of inquiry examines second language data from a unique perspective, which includes
goals, data-collection methods, and analytic tools. Thus, SLA is truly an interdisciplinary
field. This introductory text attempts to shed light on the nature of SLA from multiple
perspectives.

One way to define the field of SLA is to state what it is not. Over the years, the
study of SLA has become inextricably intertwined with language pedagogy; in this
text, one goal is to disentangle the two fields. SLA is not about pedagogy, unless
the pedagogy affects the course of acquisition (this topic will be explored in Chapter
13). Although it may be the case that those who are interested in learning about how
second languages are learned are ultimately interested in doing so for the light this
knowledge sheds on the field of language teaching, this is not the only reason SLA is
of interest, nor is it the major reason scholars in the field of SLA conduct their research.

Let us briefly consider some of the reasons why it might be important for us to
understand how second languages are learned.

e Linguistics

When we study human language, we are approaching what some might call
the human essence, the distinctive qualities of mind that are, so far as we
know, unique to [humans].

(Chomsky, 1968, p.100)

The study of how second languages are learned is part of the broader study of
language and language behavior. It is no more central or peripheral than any other
part of linguistic study, which, in turn, has as its larger goal the study of the nature of
the human mind. In fact, a major goal of SLA research is the determination of linguistic
constraints on the formation of second language grammars. Because theories of
language are concerned with human language knowledge, one can reasonably assume
that this knowledge is not limited to first language knowledge, and that linguistic
principles reflect the possibilities of human language creation and the limits of human
language variation. This scope of inquiry includes second languages.
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¢ Language pedagogy

Most graduate programs with the goal to train students in language teaching have
required course work in SLA. Why should this be the case? If one is to develop
language-teaching methodologies, there has to be a firm basis for those methodologies
in language learning. It would be counterproductive to base language-teaching
methodologies on something other than an understanding of how language learning
does and does not take place. To give an example, some language-teaching method-
ologies are based exclusively on rule memorization and translation exercises. That
is, a student in a language class is expected to memorize rules and then translate
sentences from the native language to the language being learned, and vice versa.
However, over the years, research in SLA has made language teachers and curriculum
designers aware that language learning consists of more than rule memorization; it also
involves learning to express communicative needs. The details of this conceptualization
of what language learning is about have resulted in methodologies that emphasize
communication. In other words, pedagogical decision-making must reflect what is
known about the process of learning, which is the domain of SLA.

A second rationale related to language pedagogy has to do with the expectations
that teachers have of their students. Let's assume that a teacher spends a class hour
drilling students on a particular grammatical structure. Let’s further assume that the
students are all producing the structure correctly, and even in an appropriate context.
If, after the class is over and the drill is finished, a student comes up to the teacher
and uses the incorrect form of what had just been drilled and drilled in spontaneous
speech, what should the teacher think? Has the lesson been a waste of time? Or is
this type of linguistic behavior to be expected? If a student produces a correct form,
does that necessarily mean that the student has learned the correct rule? These sorts
of issues are part of what teachers need to be aware of when assessing the success or
failure of their teaching practices.

e Cross-cultural communication

We noted above some expectations that teachers have about students. Similarly, in
interactions with speakers of another language/culture, we have certain expectations
and we often produce stereotyped reactions. For example, we may find ourselves
making judgments about individuals based on their language. It turns out that many
stereotypes of people from other cultures (e.g., rudeness, unassertiveness) are
based on patterns of nonnative speech. These judgments, in many instances, are not
justified, because many of the speech patterns that nonnative speakers use reflect their
nonnativeness, rather than being characteristics of their personality. As an example,
consider the following exchange between a teacher and a former student (NNS =
nonnative speaker; NS = native speaker):

(1-1)  From Goldschmidt (1996, p.255)

NNS: I have a favor to ask you.
NS:  Sure, what can I do for you?
NNS: You need to write a recommendation for me.
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Many teachers would, of course, react negatively to the seeming gall of this “request,”
perhaps initially thinking to themselves, “What do you mean | need to write a letter?”,
when most likely the only problem is this nonnative speaker’s lack of understanding
of the forceful meaning of need. It is our point of view that understanding how second
languages are learned and how nonnative speakers use language allows us to
separate issues of cross-cultural communication from issues of stereotyped behavior or
personal idiosyncrasies.

e Language policy and language planning

Many issues of language policy are dependent on a knowledge of how second
languages are learned. For example, issues surrounding bilingualism®, such as the
English Only Movement in the United States, or bilingual education (including immersion
programs) can only be debated if one is properly informed about the realities and
constraints of learning a second language. National language programs often involve
decision-making that is dependent on (a) information about second language learning, (b)
the kinds of instruction that can be brought to bear on issues of acquisition, and (c) the
realities and expectations one can have of such programs. All too often, these issues
are debated without a clear understanding of the object of debate, that is, the nature of
how second languages are learned.

In sum, SLA is a complex field, the focus of which is the attempt to understand
the processes underlying the learning and use of a second language. It is important to
reemphasize that the study of SLA is separate from the study of language pedagogy,
although this does not mean that there are not implications that can be drawn from SLA
to the related discipline of language teaching, or that ideas that arise in classrooms
cannot be useful in the understanding of SLA.

TIME TO THINK...

What is your motivation for studying SLA? How do you think a knowledge of SLA

will help you?

How would you describe the relationship between SLA and language pedagogy?
Do you have to know something about SLA to teach well? Do you have to know
something about teaching to understand SLA?

1.2 DEFINITIONS

The study of any new discipline involves familiarizing oneself with the specific
terminology of that field. In this section, we present some basic terminology common
to the field of SLA, accompanied by brief definitions. Other terms are introduced and
defined as the text progresses. For an extensive list of definitions, see Loewen and
Reinders’ (2011) and VanPatten and Benati’s (2010) books on key concepts.
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Native language (NL): This refers to the first language that a child learns. It is also
known as the primary language, the mother tongue, or the L1 (first language). In
this book, we use the common abbreviation NL and/or L1.

Target language (TL): This refers to the language being learned.

Second language acquisition: This is the common term used for the name of
the discipline and deals with the many areas covered in this book. In general,
SLA refers to the process of learning another language after the native language
has been learned. Sometimes, the term even refers to the learning of a third
or fourth language. The important aspect is that SLA refers to the learning of a
nonnative language after the learning of one’s native or primary language. The
second language is commonly referred to as the L2. As with the phrase “second
language,” L2 can refer to any language learned after the L1 has been learned,
regardless of whether it is the second, third, fourth, or fifth language. By this term,
we mean the acquisition of a second language both in a classroom situation,
as well as in more “natural” exposure situations. In addition to referring to the
discipline, as noted above, the term second language acquisition (not capitalized)
can also refer to the process of learning another language.

Foreign language learning: Foreign language is generally differentiated from
second language in that the former refers to the learning of a nonnative language
in the environment of one’s native language (e.g., French speakers learning
English in France [EFL] or Spanish speakers learning French in Spain, Argentina,
or Mexico [FFL]). This is most commonly done within the context of the classroom.
Second language, on the other hand, generally refers to the learning of a nonnative
language in the environment in which that language is spoken (e.g., German
speakers learning Japanese in Japan [JSL] or Punjabi speakers learning English in
the United Kingdom [ESL]). This may or may not take place in a classroom setting.
The important point is that learning in a second language environment takes place
with considerable access to speakers of the language being learned, whereas
learning in a foreign language environment usually does not.® In this book, we
use the generic term SLA to assume learning in a second language and a foreign
language context.

Learners/L2ers: Throughout this book, we often refer to those learning a second/
foreign language as learners; one also finds the term L2ers to refer to the same
group of individuals, although this term is not used in this book.

L2 acquisition: This term, along with the more general term SLA, refers to the
process of learning as well as to the field more generally.

© |n reality, the picture is more complex, because there are language-learning situations where a

variety of the language being learned is spoken widely, although for the most part it is not natively
spoken (e.g., English in India).
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TIME TO THINK...

Consider your own language learning experience. Was it second language learning
or foreign language learning, or both? Were they different experiences? In what
ways? Consider differences and similarities in areas of pronunciation, grammar, and
vocabulary. Is it easier to learn pronunciation in a second or a foreign language

environment? What about grammar or vocabulary?

1.3 THE NATURE OF LANGUAGE

Fundamental to the understanding of the nature of SLA is an understanding of what it
is that needs to be learned. A facile answer is that a second language learner needs to
learn the “grammar” of the TL. But what is meant by this? What is language? How can
we characterize the knowledge that humans have of language?

All humans with normal access to natural language acquire a language in the
first few years of life. The knowledge acquired is largely of an unconscious sort. That
is, very young children learn how to form particular grammatical structures, such as
relative clauses. They also learn that relative clauses often have a modifying function,
but in a conscious sense do not know that it is a relative clause, and could presumably
not state what relative clauses are used for. Take as an example the following
sentence:

(1-2) 1 want the toy that the little boy is playing with.

A child could utter this fully formed sentence, which includes a relative clause (“that the
little boy is playing with”), without being able to articulate the function of relative clauses
(either this one, or relative clauses in general) and without being able to easily divide
this sentence into its component parts. It is in this sense that the complex knowledge
we have about our native language is largely unconscious.

There are a number of aspects of language that can be described systematically.
In the next few sections, we deal with the phonology, syntax, morphology, semantics,
and pragmatics of language.

1.3.1 Sound Systems

Knowledge of the sound system (phonology) of our native language is complex.
Minimally, it entails knowing what are possible and what are not possible sounds in the
language. For example, a native speaker of English knows that the first vowel sound
in the German word Goethe is not a sound in English. This knowledge is reflected in
recognition as well as in production, as generally a close English sound is substituted
when one attempts to utter that word in English.
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Phonological knowledge also involves knowing what happens to words in fast
speech as opposed to more carefully articulated speech. For example, if a native
speaker of American English wanted to express the following idea:

(1-3) 1 am going to write a letter.
that person would undoubtedly say something like the following:
(1-4)  I'm gonna wriDa leDer.

We can see that speakers know when to combine sounds and when not to. We know
that in “normal, fast” speech we combine words, but that in clearer, more articulated
speech we do not.

A final point to make is that, as native speakers of a language, we know not only
what are possible sounds and what are not possible sounds, but we also know what
are possible combinations of sounds and what sounds are found in what parts of
words. We know, for example, that in English, although [b] and [n] are both sounds of
English, they cannot form a “blend” in the way that [b] and [r] can: *bnick® versus brain.
Or, to take another example, consider the sound at the end of the word ping [g], which
is frequent in English. Native speakers of English know that it cannot appear at the
beginning of words in English, although it can in other languages.

1.3.2 Syntax

In this section, we briefly describe what speakers know about the syntax of their
language. This is what is frequently known as grammar, referring primarily to the
knowledge we have of the order of elements in a sentence. We point out briefly that
there are two kinds of grammars that are generally referred to: (a) prescriptive
grammar and (b) descriptive grammar.? By prescriptive grammar, we mean such
rules as are generally taught in school, often without regard to the way native speakers
of a language actually use language. We have in mind such rules as “Don’t end a
sentence with a preposition,” “Don’t split infinitives,” “Don’t begin a sentence with a
conjunction,” “Don’t use contractions in writing,” and “Use between with two items
and among with more than two” (Associated Press rule, as cited in Safire, 1999,
p.24). To illustrate that these so-called rules are something other than appropriate,
McCawley (also cited in Safire), gives the following example: “He held four golf balls
between his fingers.” Even though there are more than two fingers involved, one cannot
say: “He held four golf balls among his fingers.” Additionally, many well-known versions
exist of an anecdote involving Winston Churchill. One version refers to an editor who
had rearranged something that Churchill had written so that the sentence in question
would not end with a preposition. The story goes that Churchill responded with: “This is
the sort of English up with which | will not put” (The American Heritage Book of English

© An *is used to indicate a form that does not or cannot exist in a language.
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Usage, p.27).

Linguists are concerned with descriptive grammars: They attempt to describe
languages as they are actually used. Thus, when talking about knowledge of syntax,
we are referring to descriptive grammars. The rules just stated are not always true of
descriptive grammars, because native speakers of English may violate the prescriptive
rules.

As with phonological knowledge, discussed in section 1.3.1, native speakers of a
language know which are possible sentences of their language and which are not. For
example, below, we know that sentences 1-5 and 1-6 are possible English sentences,
whereas sentences 1-7 and 1-8 are not possible or are ungrammatical:

(1-5)  The big book is on the brown table.

(1-6) The woman whom | met yesterday is reading the same book that I read last
night.

(1-7)  *The book big brown table the on is.

(1-8) *Canceling what’s but general how then the two actually.

Thus, part of what we know about language is the order in which elements can and
cannot occur. This is, of course, not as simple as the preceding examples suggest. Are
sentences 1-9 and 1-10 possible English sentences?

(1-9) Have him to call me back.

(1-10) That’'s the man that | am taller than.

For many speakers of English, these are strange-sounding; for others, they are perfectly
acceptable.

Not only do we know which sentences are acceptable in our language, we also
know which sentences are grossly equivalent in terms of meaning. For example,
sentences 1-11 and 1-12 have the same general meaning, in the sense that they refer
to the same event:

(1-11) Tom was hit by a car.
(1-12) A car hit Tom.

While we know that both sentences above can be assumed to be paraphrases of one
another, we also know that they have slightly different functions in English. If someone
asks, What did that car hit?, the most likely answer would be, It hit Tom, rather than Tom
was hit by it. Thus, we as native speakers know, not only what is equivalent to what, but
also when to use different grammatical patterns.

Another aspect of language that we know is how meaning is affected by moving
elements within a sentence. For example, adverbs can generally be moved in a
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sentence without affecting the meaning, whereas nouns cannot. Sentences 1-13 and 1-14
are roughly equivalent in meaning:

(1-13) Yesterday Sally saw Jane.

(1-14) Sally saw Jane yesterday.
but (1-15) and (1-16) do not share a common meaning:

(1-15) Yesterday Sally saw Jane.

(1-16) Yesterday Jane saw Sally.

Thus, knowing a language entails knowing a set of rules with which we can
produce an infinite set of sentences. As a demonstration of the rule-governed nature of
language and our ability to comprehend novel sentences, consider 1-17:

(1-17) The woman wearing the green scarf ran across the street to see the gorilla that
had just escaped from the zoo.

Even though this sentence is probably one you have never encountered before, you
have little difficulty in understanding what it means.

1.3.3 Morphology and the Lexicon

The study of morphology is the study of word formation. In many cases, words are
made up of more than one part. For example, the word unforeseen is made up of three
parts: un, which has a negative function; fore, which means earlier in time; and seen,
which means to visualize. Each part is referred to as a morpheme’ which can be
defined as the minimal unit of meaning.

There are two classes of morphemes that we can identify: bound and free. A bound
morpheme is one that can never be a word by itself, such as the un of unlikely. A free
morpheme is one that is a word in and of itself, such as man, woman, book, or table.
Words can be created by adding morphemes, as in the following children’s favorite:

establish

establish + ment

dis + establish + ment

dis + establish + ment + ari + an + ism

anti + dis + establish + ment + ari + an +ism

Not only do we know how to form words using affixes (prefixes, suffixes, infixes),
but we also know what words can go with other words, as in Mt. Everest is a high
mountain, but not *The Empire State Building is a high building. Tall is more likely to
describe a building than high.
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1.3.4 Semantics

The study of semantics refers to the study of meaning. This, of course, does not
necessarily correspond to grammaticality, because many ungrammatical sentences are
meaningful, as can be seen in the following sentences:

(1-18) *That woman beautiful is my mother.

(1-19) *I'll happy if | can get your paper.

These and many other sentences, which may be uttered by nonnative speakers of a
language, are perfectly comprehensible, despite the fact that they do not follow the
“rules” of English. The reverse side of the picture is the sentence that is grammatically
formed but that, because of the content, is meaningless (at least without additional
contextualization), as in 1-20:

(1-20) That bachelor is married.

Knowledge of the semantics of a language entails knowledge of the reference of
words. For example, in English, we know that a table refers to an object with a flat top
and either three or four legs, or that a leaf most often refers to part of a tree. But, as
native speakers, we also have to be able to distinguish between the meaning of the
leaf of a tree and the leaf of a table. When we hear an advertisement on television for a
table with extra leaves, it is this knowledge of homonyms that comes into play to help
us interpret the advertisement in the manner intended. For a learner, of course, it is not
SO easy, as he or she might struggle to imagine a table with tree leaves.

Additionally, it is important to note that the limits of a word are not always clear.
What is the difference between a cup and a glass? For many objects, the boundaries
are obvious; for others, boundaries between objects are less so.

Referential meanings are clearly not the only way of expressing meaning. As native
speakers of a language, we know that the way we combine elements in sentences
affects their meaning. Sentences 1-21 and 1-22 are different in meaning. Thus, we
know the extent to which syntax and meaning interrelate.

(1-21) The man bit the dog.

(1-22) The dog bit the man.

In some languages, the translation equivalents of those sentences (with possibly
different intonation contours) can be interpreted as referring to the same event.

1.3.5 Pragmatics

Yet another area of language that we consider and that is part of what second
language learners need to learn has to do with pragmatics, or the way in which we use

11
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language in context. For example, when we answer the telephone and someone says /s
Samuel there?, we know that this is a request to speak with Samuel. It would be strange
to respond yes, with the caller then saying thank you and hanging up, unless the caller
did not want to carry on the conversation with Samuel present, or only wanted to know
whether or not Samuel was present. Clearly, the phrase Is X there? in the context of
telephone usage is a request to speak with someone, and not an information question.
When the intent is the latter—as, for example, a parent checking on the whereabouts of
a child—the conversation might be slightly modified.

(1-23) FATHER 1: This is Samuel’s father. Is Samuel there?
FATHER 2: Yes.

FATHER 1: Thanks, | just wanted to know where he was.

Similarly, word order, as discussed earlier, may have an effect on meaning (see
sentences 1-21 and 1-22) in some grammatical contexts, but in others, it does not.
The following conversation exemplifies this:

(1-24) (Setting: Ice cream store; child, age 4)
CHILD: | want a raspberry and vanilla cone.
SHOPKEEPER:  OK, one vanilla and raspberry cone coming up.
CHILD: No, | want a raspberry and vanilla cone.
SHOPKEEPER:  That’s what I'm getting you.

In this instance, the child was using word order to reflect the ordering of scoops of ice
cream; the shopkeeper was not. Thus, what we have learned as adult native speakers
of a language is what the real-life function of word order is in our language. In English,
it does not necessarily refer to the ordering of physical objects.

TIME TO DO...

Read the first few paragraphs of the article (see Link #1 in the Link section at the
end of this chapter) and consider the following: As a native or very fluent speaker

of English, is this passage (easily) comprehensible? Consider this question in light of
what it means to know one’s first language.

1.4 THE NATURE OF NONNATIVE SPEAKER KNOWLEDGE

We have briefly characterized some areas of language knowledge that a native speaker
has of a language. Knowing a second language well means knowing information similar
to that of a native speaker of a language. Given the complexity of the knowledge that
must be learned, it should be clear that the study of the acquisition of that knowledge
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is a highly complex field.

The basic assumption in SLA research is that learners create a language system,
known as an interlanguage® (IL). This system is composed of numerous elements, not
the least of which are elements from the NL and the TL. There are also elements in the
IL that do not have their origin in either the NL or the TL. What is important is that the
learners themselves impose structure on the available linguistic data and formulate an
internalized system (IL).® Patterns in IL systems are both consistent and dynamic. What
we eventually want to understand is: What is the nature of the IL system, how does
it come to be, and why does it generally fail to be the same as a system underlying
native speaker knowledge. With regard to the latter, an important question is: Why are
learners exposed to something (often many times) but still remain unable to reproduce
it in a way that matches that of native speakers?

Central to the concept of IL is the concept of fossilization®, which generally refers to
the cessation of learning. The Random House Dictionary of the English Language (Flexner &
Hauck, 1988, p.755) defines fossilization of a linguistic form, feature, rule, and so forth in
the following way: “to become permanently established in the interlanguage of a second
language learner in a form that is deviant from the target-language norm and that continues
to appear in performance regardless of further exposure to the target language.”

Because of the difficulty in determining when learning has ceased, one frequently
refers to stabilization of linguistic forms, rather than fossilization or cessation
of learning. In SLA, one often notes that IL plateaus are far from the TL norms.
Furthermore, it appears to be the case that fossilized or stabilized ILs exist, no
matter what learners do in terms of further exposure to the TL. Unfortunately, a solid
explanation of permanent or temporary learning plateaus is lacking at present, owing,
in part, to the paucity of longitudinal studies’ (see Chapter 3) that would be necessary
to create the databases necessary to come to conclusions regarding “getting stuck” in
another language.

TIME TO THINK...

In what ways is your knowledge of a second language similar or different from your
L1 knowledge?

The following sentences were produced by native speakers of Arabic:

1. 1 bought a couple of towel.
2. There is many kind of way you make baklawa.
3. There are about one and half-million inhabitant in Jeddah.

@ Since the early 1970s, a number of terms have been used to describe basically the same concept:
approximative system (Nemser, 1971), transitional competence (Corder, 1967), idiosyncratic dialect
(Corder, 1971), learner language (Feerch, Haastrup, & Phillipson, 1984). Each of these terms has a
slightly different focus. However, interlanguage is the most commonly used one.

13
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Which linguistic items (and arrangements of items) do you think come from the
target language, which come from the native language, and which are autonomous?
As a way to begin, think about whether learners of English of languages other than
Arabic are likely to utter similar sentences.

1.5 CONCLUSION

In this chapter, we have presented a series of basic definitions to help the reader begin
the journey of the study of SLA. As has been seen, inherent in an analysis of IL data
is a focus on the learner and on the processes involved in learning. In the following
chapters, we present additional information about ILs and variables found to be related
to IL development, beginning with a discussion in Chapter 2 of ways of analyzing
second language data.

POINTS TO REMEMBER

In this chapter, you have learned about:

14

SLA as an interdisciplinary discipline by nature, drawing on and contributing
to a number of other social sciences that study human behavior, such as
linguistics, education, psychology, and many others. The questions asked
in these and other fields and the means or methods used to answer those
questions have had a substantial influence on the interests of SLA researchers.

Many purposes exist for studying SLA and the numerous applications. Findings
from SLA research are used to inform the practices and decisions made by
language teachers and educational policymakers, among others.

Terminology:
- NL
- TL
- SLA
— Foreign language versus second language learning;

Basic linguistic concepts:

— sound systems/phonology
— syntax

— morphology

— lexicon

— semantics

— pragmatics;
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Nonnative speaker knowledge and how it differs from native-speaker

knowledge:

— quantitatively (e.g., breadth of vocabulary);

— qualitatively (e.g., conscious versus subconscious knowledge of structures
and patterns).
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J& %, Selinker #= Han (2001 ) #— 36 T BALE L 89 6 AN4FAE: (1) BALHZL
Rtz (2) BAKSFAERILE FAENEANET , 036355 . F40. %k, 9%,
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B, BEAERFEEE; (3) BAGRIERF A FAMLA G (4) REZBF
JHERBAZERINE , BARILZHAEI; (5) BRGHFILEERIAE TR
(backsliding ). EJ4L T #9442 (stabilized error ). %3] & /& (learning plateau ), 3744
% (typical error ). # X #93E B 4935152128 ( persistent non-target-like performance ).
T MBS ik 2] SE 9 4%i% (errors that are impervious to negative feedback ). 3] itk
4% (habitual errors ) Fe K B 49 & & % 5+ (long-lasting free variation ) 4 — & P 435
XA R I B (6) BAhty | F AW FAFRAET B FIEF LML, FEL,
ZEJFARE T BT S, B EBNGTL. BHERTA ., BRAES
AERAENRBHREHFHELZE T T, IRFELEF (ZEI BT EFHARL)
(2010) PHMTA—AFHRET X AR, HFESAGEFE—F HE,

7. Longitudinal study, A& #F 50, W] EIZATIT, I8 4E — B AT K64 af ) A 2 B — A
R B — WA KT R AT RGBT, R AT 69 KRR P R R &8
BER 7%, BAPEFREANEAI R T EN LRI EFRL IR EENXREE
1, U@t s TRk, BAELRERTH A . MAFAD, BFRERG N
NEBN X
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MORE TO DO AND MORE TO THINK ABOUT...

1. A teacher has drilled students in a structure called indirect questions:

Do you know where my book is?
Do you know what time it is?
Did he tell you what time it is?

As a direct result of the drills, all students in the class were able to produce the
structure correctly in class. After class, a student came up to the teacher and
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asked, “Do you know where is Mrs. Irving?” In other words, only minutes after the
class, in spontaneous speech, the student used the structure practiced in class
incorrectly. Describe what you think the reason is for this misuse. Had the lesson
been a waste of time? How would you find out?

Consider the differences between child language acquisition and adult SLA. Spe-
cifically, consider the example provided in (1-2).

(1-2) | want the toy that the little boy is playing with.
With regard to this sentence, we state in this chapter that,

A child could utter this fully formed sentence, which includes a relative clause
(“that the little boy is playing with”), without being able to articulate the
function of relative clauses (either this one, or relative clauses in general) and
without being able to easily divide this sentence into its component parts. It is
in this sense that the complex knowledge we have about our native language
is largely unconscious.

Do you think that this comment is also valid for adults learning a second
language? Specifically, do you think that an adult needs to consciously
learn the grammar of relative clauses before being able to use them spontaneously
in IL? Take an example from your own language-learning or language-teaching
experience and relate it to these child versus adult distinctions.

Create a list of some of the main reasons for the well-attested existence of
fossilization in IL. Exchange your list with that of someone else and come up with a
common list.

In section 1.3.2, we describe the types of knowledge that individuals have about
sentences in their native language. We note that there is variation in native speakers’
acceptance of sentences, as in sentences 1-9 and 1-10.

(1-9) Have him to call me back.
(1-10) That's the man that | am taller than.

Are these sentences acceptable to you? If not, what would you say instead? In
what situations, if any, would you say these sentences? Consider how and when
such variation might occur in terms of second language syntactic knowledge. If
native speakers vary in what they think is or is not acceptable, how does that affect
second language learning?

Following are English translations of compositions written by two schoolchildren
in their native language (Tatar) and compositions written by the same children in
Russian, their L2. In all instances, the children were describing a picture.

17
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Child 1 (written in Tatar):

The long awaited spring has come. The days are getting warmer and warmer.
The blue sky is covered by white fluffy clouds. They skim like sailboats
through the sky. The ice is breaking away on the river to the north. The birds
have returned after having flown from us to a warm region. The apples have
bloomed. Children are planting tomatoes, cucumbers, onions, and other
vegetables. They are watering the trees. Azat is planting flowers. Rustam is
watering the apples. The children are happily working in the garden. They are

very happy.

Child 1 (written in Russian):

In the schoolyard there is a large garden. Children are digging in the earth.
Children are working in the garden. In the garden there is a pine tree, an oak,
and tomatoes. An apple tree is growing there. They are planting flower beds.

Child 2 (written in Tatar):

It was a beautiful spring day. The sun was shining. The birds who had
returned from distant lands were singing. The trees were swallowed up by the
greenery of the luxuriant spring foliage. The children have come into their
garden. There the apple trees have already blossomed. Rustam is watering
the flowers. The remaining children are planting vegetables. The teacher is
watching the work of her pupils. She’s pleased with their work, she smiles.

Child 2 (written in Russian):

In the schoolyard there is a large garden. Children are working there.
The garden is big. In the garden there are trees. A child is planting a tree. A
child is pouring water from a watering pot. In the garden a poplar is growing.

What kind of information (e.g., descriptive or evaluative) do these children include
in their TL descriptions of these pictures? In their NL descriptions of the pictures?
What similarities/differences are there between the NL and TL versions of these
pictures?

6. In pairs, answer “True” or “False” to the following statements. Justify your responses.
Once you come to a consensus, compare your answers with those of another pair.
Note that, in some of the cases, arguments can be made for a “true” response as
well as a “false” response.

(a) Any child without cognitive disabilities can learn any language with equal ease.
(b) Learning an L2 is a matter of learning a new set of habits.

(c) The only reason that some people cannot learn a second or foreign language
is that they are insufficiently motivated.

All children can learn a second language accent-free.

All human beings have an innate capacity to learn language.

Vocabulary is the most important part of learning an L2.
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(g) Vocabulary is the most difficult part of learning an L2.
(h) Instruction is a waste of time.
(i) Learning an L2 takes no more time than learning an L1.

1. http://goo.gl/5Km8W
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Chapter 2

Second and Foreign
Language Data

AEBIREERT/VAEN, ANXEEN—L—L 0, BT HMEEHSD
e, FERSISEEEREERBESMIETNEEMNREE. EREHZA, (F
EERiEE, METESISEMNEUMSHERE, FESThMEENIFFREM
4 CIEW BR, NIEEEZRIEEAREERD DT ERIE
RERTADIT T ZEIEN, D52 "2 “o0E + -ing” tRick “NiE” 1EH.
PIRADA=L: BEMNEMFTIAEFIELRR, REVWIERK, SEXERAEE
EEERRETINE, FRENTH-DSWEIELREEEmARANNIER . F£—HIE
B EE BRI D T AREAAEEERERNRIETXT "S5 MEH. Hx
FERIE B M IRRIE BXEIENSE, RREAPMEN—LRNERE
BHIFCERN, REMFEEYL, MIFRNDTZE, IREE—LHGIREIEE, MH
SMIMIE— BRI ENRIR, WREFNERRD TEMEREIEMBEE
PEENER. BTAHARXT ‘T8 + -ing” RCHNEMSITET. FIREMEIAEE
RFEEEFIRERHMERFERBAEE, (FERBEFHERRRATILIZRIR,
ERFERFZIN, EEMBENTUAARIEFZIENTASENERTE “-ing” 15
ICHIINEERIRERR “HT BNX—FFNAR, EFBEHUEESHNER; H,
EMMARMHEREZMRIK “H#T" (98F, JMELEE (overt subject) MIFHER
AEMRA H#HT X—IXOER, FF. &E—HERNSNNMEERNST. FE
RIEZENAAE—REPMEDF, KXEESMRRA——RIE. (FEEL, BT
BMEHMZREE—EN, BUNMMES. OIESHEmENFMERNE QEIHZH0)R
BARBIEE, MEEFHREIZZANBDINFEREN, FEIEHWEFAIERH
—R
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&a, FENETMNKIHANFMERN, 815 REXFE, Y HSFHE,



