CHAPTER 1

From Atlas and
Audiolingualism
to Acquisition

I this chapter we explore:

® The classroom dynamic known as the “Atlas Complex,” in which teach-
ers assume all responsibility for what happens in the classroom

* A Bmm-ﬁém:mmm#ngw:&\ teaching approach called audiolingualism
(ALM), which embodied the Atlas complex par excellence

* Teachers’ attempts to move away from ALM in the 1970 toward com-
municative language teaching, while at the same time carrying over the
traditional roles of teachers and students in the classroom

® Some observed mb&smm\ or “givens,” from second _mbm:mmm acquisition

research that call into question long-held notions about teaching and
learning

THE ATLAS COMPLEX

Teaching, in all subject areas, entails roles and fasks. Both instructors and stu-
dents play out roles in the classroom, but what determines these roles? The
role that instructors often assume (and that students very willingly grant to
them) is that of the authority, the expert, the central figure in the classroom
who transmits knowledge to the students. Because instructors are authorita-

(I) authoritative role and the students’ (S) receptive role.

Authoritative transmitter of knowledge and receptive vessels are the pri-
mary roles, respectively, that instructors and students play in many tradi-
tional classrooms. The tasks we most often associate with these roles are
those of _mnEE:m and notetaking. Other, secondary roles may be enacted in
language classrooms. Depending on one’s point of view, some of thege
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FIGURE 1.1 Knowledge transmission in a transmission-oriented class

secondary roles are neutral or positive, others negative. A partial list appears
in Table 1.1.

The following description of a language class mxm::ﬁ:.mmm the &mmmmomms
dynamic characterized by the transmission-oriented roles of instructors and the

receptacle roles of students.

L. Students were given ten minutes to complete individually a .SOHWmMMmM
that contained a series of paragraphs. In each @mamm_,,m_u? <m.u.,:~ucm MH.
matical elements were deleted from sentences, with Q.E_ﬁ% e choices
provided for each blank. There were some twenty Q&mno:m. ;

2. At the end of ten minutes, students were instructed to work in groups M
three. As a group they were to come to an agreement on the noﬁwnﬁ mm._mﬂmﬂs !

3. After about seven minutes, the instructor called for the Qmmm M at mM H,owd.,
She began going over the correct answers, one by one, in the orde

TABLE 1.1 Secondary Roles in a Transmission-Oriented Class

Instructor Student
Lecturer ‘Notetaker
Leader Follower
Tutor Tutee
Warden Prisoner
Disciplinarian Disciplinee
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istry classes, for example
lectures (exce
classes, students listen to instructors
will more than likely appear on subs

American educational practice reflects the Atlas Complex.

their fields. In the classroom, they of
that expertise. Most instructors “
improving the ways in which the
explanations can always be shar

which they appeared on the worksheet. She did not ask for volunteers
b

ut rather called on students to respond. She read each sentence to the

class, pausing at the deletion to call attention to it, and then continued
reading to the end of the sentence. The student who was called on sup-
plied the word or phrase needed to complete the sentence.

4. On the second item, although the student gave the correct answer, the
instructor offered a lengthy explanation of the particular grammatical
item worked on (in this instance, comparisons such as more than and less
than). On the fifth item, a student gave an incorrect answer and the

instructor offered a lengthy explanation of the grammar point (in this

instance, conjunctions). On the tenth item, a student gave an incorrect
answer and the instructor gave

a lengthy explanation of passive con-
structions. Just as the instructor was finishing the explanation, the bell
rang. Ten items were left to complete.

The language instructor depicted in this example clearly exemplifies the
role of authority or expert transmitter of knowledge.

All action and interaction,
as well as all explanations, are dictated by the inst

ructor. The students’ role is
to be taught, to receive knowledge. Like the titan Atlas of Greek mythology,
who supported the heavens on

his shoulders, instructors such as the one
described in the preceding example

assume full responsibility for all that goes on. They supply motivations,
insight, clear explanations, even intellectual curiosity. In exchange, their
students supply almost nothing but a faint imitation of the academic
performance that they witness, [Instructors] so thoroughly dominate the
proceedings that they are cut off from what the students know or are
confused about. For their part, the students form a group of isolated
individuals who have no more in common than their one-to-one rela-
tionship with the same individual. While [instructors] exercise their
authority through control of the subject matter and the social encounter

, hidden expectations, and the
results of their own isolating experiences. [This is] the Atlas Complex.

(Finkel & Monk, 1983, p. 85)

, students sit and take notes while the instructor
pt in lab sessions). Very often in history and political science
give descriptions and explanations that
equent tests. It often seems that much of
To be sure, instructors have invested much time in Wmnoggm experts in
ten (and perhaps rightly so) seek to share
assume that their principal task is one of
Y express their expertise: Clear and precise
Ppened; penetrating questions can always be

ine” (Fi k, 1983, p. 86). An implicit assumption
H:mmm. ENHM ﬁdewWMﬁanLMﬁw%ommw\wmﬂaog ﬁrm@mxﬁu_msm&osm .Em.ﬁgn_ﬁou.m pro-
rwam Hmrw ! f mHM instructors think that by improving their explanations they 4::
M;Qm. . mnw M mﬁm\ learning. Another assumption is that students learn by being
iy n”.%bm. by improving the questions asked, instructors assume stu-
o aﬂwﬂmmus.gw\am. How valid are these assumptions mn.; Fmﬁ:ﬂm in gen-
s M:_ nguage learning in particular? In Chapter 2, we briefly examine some
b mﬂm. M.m mmom language learning research that challenge these assump-
WM.H_MH, m“ .ﬁﬂwm moment, let’s examine the Atlas Complex in language teaching
1 . ’

in more detail.

Audiolingualism

In language teaching, the instructor as central figure has m_wﬁw%m UMME&MM m:NMQw
i and text-translation
As the profession moved from grammar . ﬁ ehoEe iR
“oral” i tor-as-authority-and-expert was
more “oral” approach, the instruc var sl
i iolingual Methodology, commonly to :
B e e icated on the marriage of behaviorist
: audiolingualism. ALM was predicate L on the . lori
>mr wn\ww_wo@\ and ﬂ.”m:.n:ﬂ,ma structural linguistics. According to _umrmfmwm
menro_o@\ all learning—verbal and bob<m%£|ﬁmw.mm. m_mn,m .mq.ﬁo: %TBEM:HNN o
it formati i d through repetition, imitation,
of habit formation. Habits are forme .
i formed by memorizing dialogues an
forcement. In ALM, language habits were « i
ici ually through drills that require irne
T e i id. Second language acquisition (SLA)
tate and repeat what their instructors said. ] o
: i habits by second language
was seen to be the replacement of first _m:msmgmm ] Fromt
i i hing, the first language (
Under this framework for learning and teaching, [ Pt
i i isiti d (L2); that is, the first languag
to interfere with the acquisition of the secon b
i i iring the second language habits. Maxi ‘
habits got in the way of acquiring i
ke errors, because errors wi
thus taken not to allow learners to ma i .-
Mﬁﬂnm of bad habits. During drills, a premium was placed on E.Moﬂ MH.MM memw
tion, with no attention paid to whether or not learners understood the
of what they were saying. . . : e
Um<m~ona at military schools (where one did not question mﬂ?ﬂﬁ% MWHLE.&-
teaching materials explicitly cast the instructor as drill leader, per mHM i
mate manifestation of the Atlas Complex. <<_¢.~ ALM, students ”MM i
given a model sentence. The instructor then provided Em cue that ﬁmr il
substitute into the sentence; some substitutions Hm.@::.)ma _Hrmﬂg Mmam\ sk
altered in various ways, while other substitutions did not. The s e 4 Y
been likened to that of a parrot, since their task was to ﬁmu..moqb o
or transformation quickly and accurately. Note the following examples.

it
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Ormﬂmmgmgomm;mamsn@ m:_ummgﬂzm?mncmSoamoﬁ:m corresponding
element in the model.

MODEL: I don’t want to eat anymore!

INSTRUCTOR’S CUE STUDENT RESPONSE

1. to sleep I don’t want to sleep anymore!
2. to study I don’t want to study anymore!
3. to drink

I don’t want to drink anymore!

Activity B. Transformation Drill

Transform each sentence, substituting the past for the present.

5 lea I ate.
2. He goes. He went.
3. We sleep. We slept.

What the ALM instructor did not usually provide was the opportunity for
students to use the language in a meaningful or communicative way, one
involving the exchange of messages. Nothing that happened in an ALM class-
room could be construed as an exchange of information because output (the
actual production of language) was severely restricted. In fact, many thought
that students did not need to know what they were saying; they needed to
know only that what they were saying was correct.

Communicative Language Teaching

- With the advent of communicative language teaching (CLT), the instructor’s role

changed. The instructor was no longer simply the drill leader but was also
charged with providing students with opportunities for communication, that
is, using the language to interpret and express real-life messages. The Atlas
Complex did not, however, disappear. ALM had so rigidly institutionalized it
that we find a transition period in early CLT in which the classroom dynamic
could not yet be characterized as “free” communication. In early CLT, many
instructors equated communication with conversation—but conversation of a
particular type: the authority figure asked the questions, the students answered

M”M“mvn“mw Mmmm“ﬂ:mwmpmﬂﬁm.ﬂww ..8 mmﬁmﬁEm_Wm the questions, and these questions
sually did not require patterned responses from mgm.mam.: The contrast
b n the open-ended question “What did you do last night?” and the cued
Wmﬁh\w_mnm mxmms e went to the movies last night” illustrates the shift
WM%HM >E,w to early CLT. The students” task was no Esmmn to mmﬁoﬁ but to n.HmmS
an answer. (In Chapter 6 we examine drills and drill types in some detail.) In
short, although CLT may have caused a major Hm.aﬂo_c.sos in the way ?Mﬁ.momwm
people thought about language teaching, no major revolution occurred in the
day-to-day practice of most _mzmswmm teachers. . : i
As language teaching began its slow evolution away from me oeﬂ N 3
as ALM, the roles played by instructors m:.& students changed very little, i
at all. As wé saw previously, communication was seen .Bmmmc\ as conversa-
tion, which took the form of a mﬁmmmos.msg-mﬂméma session with the Bmwmcnm
tor in charge. Atlas’s burden was yet to be wm_Hm<ma or shared. An example o
the Atlas Complex combined with a question-and-answer conversation Mwb
be seen in the following exchange (taken .D.OE Leemann Guthrie, .H@mhr.ﬁ. rv‘
As you read, note the role assumed by the instructor and try to HBmmM.:m the
exchange taking place in a classroom (for meH.ﬁEm‘ who was standing or
sitting where? What was the rest of the class doing?).

’

(1) InsTRUCTOR: Pensez-vous qu'il y a vraiment une personnalité frangaise,
typiquement frangaise?
(2) Oui?
(3) Srupents: Non. .
(4) InstrucTOR: Non? Pourquoi?
. (Pause)
(5) Claudia? .
(6)  StupENT: Um... Je pense qu’il y a une... e i
(7) InsTRUCTOR: (Interrupting) Qu'il y a une mmumo:b&nm rancgaise?
(8) Bon, décrivez la personnalité francaise.
(9)  Srupent: How do you say :tamm:w
(10) InstruUcTOR: Oh... vous avez déja eu deux mots.

(11) (Writing on blackboard) Okay, «La fierté» est comme en
anglais “pride,” et I'adjectif, «fier».
(12) Je suis fier. I'm proud. e
(13) Bon, est-ce que les Francais sont tres fiers?
(14) Ils ont beaucoup de fierté?
(Silence) . ;
(15) Est-ce que les Francais sont nationalistes?
[translation]

(1)  TeacHer: Do you think there is really one French personality, a
typically French personality?
(2) Yes?
(3) Srtupents: No.
(4y  TeacHer: No? Why?
(Pause)
(5) Claudia?

The
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(7} = TEACHER: (Interrupting) That there’s a French personality?

8) Good, describe the French personality.

(9)  Stubent: How do you say “pride”?
(10)  Teacrer: Oh . . . You've already had two words.
(11) (Writing on blackboard) Okay, “la fierté” is like in English

“pride,” and the adjective, “fier.”
(12) Je suis fier, I'm proud.
(13) Good, are the French very proud?
(14) Do they have a lot of pride?
(Silence)

(15) Are the French nationalistic?

The instructor as central figure and authority is clearly evidenced in line 5,
where she selects the next person who will speak rather than a conversational
partner. In line 7, the instructor again asserts her role as authority figure by
finishing the student’s sentence for her. Claudia, the student, subsequently
appeals to the instructor’s expert knowledge of the French language, one of
the forces that binds instructors to the Atlas Complex. The instructor obliges
Claudia’s appeal, yet she offers a much more detailed account of the French
language than Claudia requested, the assumption being that students learn
from explanations. The instructor, incidentally, also assumes to know what
Claudia’s opinion is, since she never gives Claudia the opportunity to express
her opinion before interrupting her and completing her sentence for her. This
instructor imposes herself on Claudia’s self-expression. In lines 13-15, rather
than waiting for Claudia to use the explanation provided, the instructor con-
tinues to ask questions. The result? Silence. When silence ensues, she asks
another question using an altogether different adjective. In order to maintain
her role as authority, this instructor assumed the responsibility of not only ask-
ing questions but also answering them. As Leemann Guthrie (1984) points out
about this exchange, “It is clear that the [instructor] defines her own role not

as that of a conversational partner or facilitator, but as one responsible for telling
her students how to speak” (p. 46).

In the next phase of CLT, the instructor was not the only one to ask ques-
tions. In this phase, a novel classroom dynamic emerged: students were now
allowed to work in pairs and to pose questions to each other. But for many, the
basic assumed roles of transmitter and receptacles were played out in pair work
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- <<M<Em& that clearl muum:m out the Atlas-like @Smmﬁou.—'mﬁm answer model o:
is pr Wit

ersation, even though the instructor is not part of the exercise.
conv y

Activity C.  What Did You Eat Last Night?

With another student, ask and answer questions according to the model.
1

. i Did you eat french fries last night?
B H Yes, w\mﬁm them. (No, I did not eat them.)

1. tacos

2. hamburgers
3. a steak

4. tuna casserole

ing this exercise students ask each other @:mmﬁosm ._”rm.ﬂ 5@ can answer
Wmmgm:% but the real intent is to practice ﬁnomsﬁbmm&ﬁmn?o_&w%ﬂ NHMHWMUMMM.
; i i itoring students’ performance. Are the -
instructor is most likely monitoring s . : :
ﬁ;m%wm questions correctly? Are they answering them in nogmymwm mmﬁ.ﬁmﬂnmmw
wwmrm respondent using the correct direct-object _uao:oc.ﬂu _M_T_m activity has
i T communication.
cus on form rather than on meaning o . ; ;
Qmmﬂw.mpm even though pair work was intended to ?.o.S&m speaking om.%mw.ic
ities .%‘m resulting speech did not necessarily m.s.ﬁmn true noEdMsEnm HHMMW
ngm\_% the interpretation and expression of meaning. gwb% %mw,m mmmumvmﬂ
i i i ic ALM pattern-substitution drills, w:
differed very little from the classic . . e
igi i hat could be said and how it could be L
rigid constraints on w : ow it Botgadeil
i i d that practice did not keep up Ty
tion of language teaching, we fin .
Wmﬁan&oﬁm Hmwmwm have wanted to take on new roles, _m:.n .\&m classroom activi
ties still emphasized formal correctness, not nogrﬁﬁwwmv b
i i in to converge as ins
Theory and practice did begin T8 s
i is, i ition to providing controlled exercis
their students. That is, in addition to p i
iviti i open-ended conversations.
Activities A-C, they also engaged in more lec ; :
bmwa example (from a classroom whose instructor mx@—ﬁﬂ% MmEMmM _HM _Mm ﬂwﬂﬂw
i icati instructor is dialoging with the students.
ing communicatively), the ins ; 5 . it
i ed questions to beg
instructors use the technique of asking personaliz : : 4
perhaps incorporating grammar and vocabulary from the previous M&m N M,MM?
The resulting conversations have a much more natural .mmmH than o>¢mm-=wm
versations examined previously. Does this instructor still carry an

burden?

i ? Radl.
InstrUCTOR: What did you do last week? !
RauvL: I went to Florida. To the beach. We ate in a lot of
restaurants. : :
InsTrRUCTOR: That sounds like a fun week. Gloria, what did you do
last week? i
Groria: Not much. My husband and I read. We watched TV.
InsTrRUCTOR: Did you go to Florida?
Groria: No. el i .
InsTRUCTOR: Did you go to Florida last week? John.
JoHn: Me? No. I went to Bloomington to visit my parents.

Th
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o o HEIeLUstrated, the mstructor1s 57 Mie central figure. In'a typical
classroom, the instructor will call on a student to answer, probe the student’s
response, and let the student know when she has completed her turn by call-
ing on another student. The students answeri"g the question will most likel
address only the instructor and not their clagsmates, as the instructor is no:u.w
trolling the interaction. The entire burden is On the instructor, who initiates
responds, follows up, keeps the interaction g0ing, and assigns turns. We will
see in the next section some alternative ways instructors can engage students
in using the second language without being so Atlas-like.

T Em. mnﬂimmm and exercises we have examined, the instructor assumes
an authoritative role and then asserts it in all situations. Both instructors an d
students accept the fact that instructors are language authorities or experts and
.ozmrr therefore, to be the central figures in the ¢lassroom. A central Hmwmob that
instructors assume the authority role is the way in which many arile view
_m.im:mmm learning. As we noted, ALM viewed Janguage learning as the acqui-
Eﬂomz of correct habits, and correct habits were learned through repetition m:w
HM_MMHM”“Q_F The language instructor’s role, then, was to ensure that correct
i noma Hmm.wﬂmm.msa mﬂmﬁ. no one deviated from the path of accuracy. This
P _._M..n ¥ abit formation demanded abselute control not i W dorenhow
o b&EM: mw ut also over what students mm&..ﬂr:m\ drills and pattern prac-
Monk (1983) y became staple classroom interactional routines. As Finkel and -
e %owa out, hidden assumptions _uwa. Instructors and students to
i m:ﬁwamx\ m_505m them Em.vo_uﬁma peliefs about how adults learn
oo i 0 qomm anguage acquisition actually happen as the theorists of
visioned? What do we know about language acquisition? In the next

section, we briefly review so indi i
on, me findin the fiel
acquisition research. i R

SECOND LANGUAGE ACQUISITION:
SOME GIVENS

WWM#WMMM ww mdm nature, it is impossible to synthesize all of what we now know
oy wmowm,w %m second language acquisition; that is the job of other books
Lo mH.m » 1794 Gass & Selinker, 2001; VanPatte, 2003a). For the purposes of

cussion, we need only to review some of the accepted findings in SLA

roles in the classroom.
Borrowing from VanPatten (2003a), we discuss here five “givens” about

SLA relevant to language teaching. These can be considered observable facts
culled from thirty-five years of accumulated evidence in the field of SLA

research and uncontested by any theoretical account of SLA. These givens are

1. SLA involves the creation of an implicit (unconscious) linguistic system.
2. SLA is complex and consists of different processes.

3. SLA is dynamic but slow.

4. Most L2 learners fall short of native-like competence.

5. Skill acquisition is different from the creation of an implicit system.

We examine each of these in turn.

SLA Involves the Creation of an Implicit
(Unconscious) Linguistic System

Like first language learners, second language learners ultimately construct an
implicit linguistic system consisting of a variety of components that interact in
language use (e.g., a lexical system of words and grammatical inflections such
as noun markers and verb markers, a phonological system that governs the
sounds, a syntactic system that controls the structure of sentences). By implicit
we mean an unconscious system that lies outside of awareness; we are unaware
of its properties even though we use it every single second of our lives. For
example, every native speaker of English knows that we can contract want and
to in order to form wanna in everyday speech. However, every native speaker
-of English also knows that only one of the following sentences is a possible

English sentence:

1. Who do you wanna invite to the party tonight?
2. Who do you wanna bring the potato chips tonight?

For speakers of English, (1) sounds fine, but (2) sounds awful and is generally
rejected as a possible sentence. However, these same speakers would accept as
possible (3) Who do you wanta bring the potato chips tonight? At the same time,
the speakers will tell you that they have no idea why (2) is bad but (1) and (3)
are acceptable. This is because the rules of syntax that govern sentence struc-
ture (of which contraction is part) lie outside their awareness in an implicit
system. Likewise, they could not tell you why in English they have to use a [z]
sound when pluralizing dog — dogs but have to use an [iz] sound when
pluralizing house — houses. ,

Although second language learners may not arrive at the same implicit
rules as native speakers (a point we discuss later), they do create an implicit
system that functions in the same manner. In a good deal of research, inves-
tigators have given learners judgment tests like the one mentioned (i.e.,
Which sentence is possible and which isn’t?) and the learners usually come
up with the right answers. What is important about this is that researchers
test them on things they could never have been taught and could never have
learned from instruction or feedback. Like native speakers, if asked “Why”

Second L
Acquisiti
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when giving a judgment, they either make something up (because they think
they are supposed to know!) or they simply say, “I don’t know. It just sounds
wrong.” But it is also worth pointing out that second language learners
may indeed have conscious or explicit rules or knowledge about rules, espe-
cially if they have experienced any classroom language learning. They may
know things and be able to express in some way rules such as verb-subject
agreement, the difference between an active and a passive sentence, when
to use du in French, that German requires case marking on articles before
nouns, or the difference between the two linking verbs ser and estar in
Spanish. However, this conscious knowledge of some rules is not the same
as and, as we see later, is not the starting point for the creation of the devel-
oping system.

The finding that learners come to know things they couldn’t have been
taught has led the field of SLA theory and research to posit a fundamental role
for what we call input. Input is the language learners hear that is meant to convey
a message; that is, the learner’s job is to attempt to understand what is being
said. In this sense, it is language that is meaning bearing. To be clear, input is
not explanation about language, nor is it explicit corrective feedback because
the learner has made an error. We can illustrate this with the pluralization
example in English. It is not input when we tell learners the rule for plural-
ization; it is input when learners hear pluralization in sentences that they are
to attend to for meaning, for example, “So, just how many houses do you think
Bill Gates owns?” or “Did you have pets while growing up?” It is not input
when we stop learners and correct them by saying, “Not watch[is] but
watch[izzzzzz].” It is input when we say to them, “He fixes watches? Is that
what you mean?” In short, input is language embedded in some kind of com.-

municative interchange no matter how trivial or how important. The role of
the learner is to attend to the meaning in order to respond to the content or
perform a task. Embedded in input are many subtle clues about the way lan-
guage works, and it is only by getting lots of input that learners can build up
an implicit linguistic system.

Krashen (1982 and elsewhere
is very stron,
long as there

) has put forth the Input Hypothesis. His claim
g Comprehensible input causes acquisition. He believes that as
is motivation and the right affective environment (e.g.
iety), a person cannot avoid learning a second language if there is
comprehensible input. Others
language acquisition is a com
and other factors. Because no

, low anx-
sustained
don’t make as strong a claim and suggest that
plex process involving social, cognitive, linguistic,
tall language learners are equally successful, there
comprehensible input. Nonetheless, every scholar
hensible input is a critical factor in language acqui-
quite nicely when he says that comprehensible input
is a necessary (but perhaps not sufficient) ingredient of language acquisition

(see also Gass, 1997). What this means is that successful language acquisition can-

not happen without comprehensible input. Classroom learners who get a steady
diet of explanations and

ability, but it is not the same as those who

, learners need more than com-
see later in thig book, learners also need

i nicative interaction. Although
iti se the language in noH.ﬁuE .
.o@ﬁoﬁ:b_s.wrw.m ﬁwmm”uo:m%_m for the evolution of the language mwm.nmﬂ.p n”a MMM
MEB: “mwmm& having to use the language pushes the learner to develop
earne s

we call communicative language ability.

SLA Is Complex and Consists of Different Processes

It is, in a sense, misleading to talk about mmao%ﬁw MMNMMWMMSMMMWMM@% mum nH_m..
: i ce
m.ﬁm:_mn o ﬁmwﬁmwﬂmm,w MWMTM.,MMM %M%_u%“ wﬂm?dd\ to believe that there _m one
i rmﬁ_umwm\m ctuality, we should talk about second language mn@Emnmo:
ety mFPm mwsm mﬁm\ we also have to recognize ﬁrm.; although we 0 ,8#
. i _m.m as ﬂmﬁm\smﬂmm teachers with such E&Bmamq ﬁoﬁ._ozm mw
S ozammaéwmggm_,. what the learner actually acquires over time 1s muc ﬁ
<Oan%MHMMM mmmmno:_u H\mﬁmﬁmmm\ here is a partial list of what a person mus
ore. :
Mwn__.:um (depending on the language type): . by
e The lexicon, that is, words, including .&m:..moﬁbm and Emmw .Hmm _.mBmH-
example, .,.r\m concept of a small domestic feline (the meaning) is g
t]. )
mzw mxv%m%mm wm_w_%%wwmmwxmww__m\ some verbs, ms:nr as hit, can SMW MM
° M,_w.%nﬁawm in “John is good at hitting home H.wsm: m_:,_m omwoww\mmmwgﬁam
mmmuﬁ\ mmzﬁor as in the impossible sentence, “John is go
e E:m._ that is, the sound system, ?os:bﬁwmos. H;.Hm includes
o E:.ubo Mmu_ﬂmaahm\?m r/1 distinction in English (if you're a ?Huwbmwm
Shi E_ﬁmm ming pluralization (that the use of the [s], .MNH\ mM T
el msmmm by the vowel or consonant sound that imme mmﬂ% N4
R mwmrmom”\m&mos of a plural marker), or learning how to sy ﬁm Mw
e .nm (for example, in English when we speak, we noﬂm mwﬂw
s &um% wﬂ_bm that end or begin in consonants and consonant clusters.
QM&@&&@M %MEQ normally pronounce “clusters” as clu-sters, whereas
F mmmmmwmr the verb “estar” would be pronounced mm;nxw.: ol
. Wm%ﬁo:& morphology. This includes, for example, ending
and nouns, as in talk, talks, S:ﬂm and dog, wpwm.wxmm ind
e Derivational morphology, that is, the use of pre M S
fixes to create new words, such as ﬁgxmnoﬂa:o: I i
w £ behave. Tt also includes knowing that some forr ; o
wmﬁmwmamw_moﬁ mxmwﬁ_m‘ something can be unlawful but not dis awful,

] t unloyal.

mou.,.mmwﬁm me Mwmmhmﬂw. QMSJMWMM%P n%ﬁm.ﬁ one-syllable words mﬁuw Mwmmwm

p MMMMMMMWmMnmm to E&\nmﬁm a question or some other type of utte
isti ish these from mere statements. : 194 At |

o mwﬂﬂwmﬁrmﬁ is, the rules that govern what is a _uwgmmm._wm_w”“ .,MM Bt

what is not, such as examples (1), (2), and (3) in

Syntax includes some very abstract :.bmm. IR
« Pragmatics, that is, what a speaker intends %msmmmmzo? e

ple, in English, questions can be used to make a
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don’t you take a break?” or to solicit information, as in “Why is SLA so
difficult?”

* Sociolinguistics, that is, what is appropriate and inappropriate use of
_m:msmmm in particular situations, such as whether to use tu or TOUS in
French or “Howz it goin?” instead of “Good afternoon” in English, or
Whether you should speak at all!

* Discourse competence, that is, what makes language cohesive and what
is permissible or accepted in a language regarding cohesion across sen-
tences. For example, these sentences are cohesive: “Mary ran down
the street. John saw her, but he didn’t say anything.” These are not:
“Mary ran down the street. He didn’t say anything. John did see her.”
Discourse competence also includes “knowing” such things as turn-
taking during conversation.

And this list is a reduction and simplification of what needs to be learned.
Now, imagine that learning those things happens all at the same time in SLA, and
you can begin to see just how complex the learning process is when it comes
to the what of language.

As for the how of acquisition, that is, the processes, at least three distinct
sets of processes are involved in language acquisition, all of them going on at
the same time. We can outline them in the following way:

* Input processing: How learners make sense out of the language they hear
and how they get “linguistic data” from it
* System change. This process involves two subprocesses:
© accommodation; How learners actually incorporate a grammatical form
or structure into the implicit system of the language they are creating
o restructuring: How the incorporation of a form or structure can cause
a ripple effect and make other things change without the learner ever

* Output processing: How learners acquire the ability to make use of the
implicit knowledge they are acquiring to produce utterances in real time,

for example, during conversational interactions or while making a
presentation in class

These processes in turn have subprocesses so that the learner’s brain is
Mmanipulating quite a few things at once. We need not 80 into these processes

understand, some linguistic forms are incorporated and others are not. These
atter are literally “dumped” from working memory once a sentence is com.-
orehended and do not receive any further attention by the learner’s internal

ilteri i ; acqui-
cessors. Thus, the learner is constantly filtering data ?o:.: the input; acq
ﬂ“%os is slow and piecemeal, as we will see in the next section.
5

SLA Is Dynamic but Slow

long as learners continue to get input, the .E.%ﬁnz m%mﬁmg.mmu\. MWMMW M«MM
MW@O@W&%w constantly. At the same ﬁ.EWm\ H”Wﬁ.ﬁmm mn%hz%M m.wwn?w\m oo
i i isition. For this .
msmwhwhwwm Nm_ﬂ MMM%MMMWJMMM .MnMﬂMMMMﬁ takes years for learners to build up a

Hm . -
g ﬁmmﬁwmm%ﬂw“ MM‘M_MMMHmMMWMW\.:mBWmE look like? One meEmHM Q:w be
moﬁu.mww developmental sequences or mgwmm.@n %@mﬁoﬁﬁm:w mm.ﬁmmmwm. %om MMM_MW-
how, over time, a learner acquires a Humiﬁw_ma eatu gt :
ettt i \Hmﬂ structure. We might ask ourselves, “How .QOmm the learne
g @mm 0:9 English?” or “How does the learner acquire ser and estar
 pan .:mmw %ﬂwmm are m:mmmosm that speak directly to stages of Qm<m_o~u5mzw
4 mﬁmEmﬁm. the classic %ﬁmﬁﬁ_mm of stages of development involves the %nn_:_H
mmﬂoma% _Wmmmmos in English. Researchers studying both n_mmmaomﬂoﬂﬂr HMMMH
learners have observed a general .85%5@ to pass g o
n_mmmaoomsa lopment for this one grammatical feature. The errors ma
T Mwms% seem to be influenced by any particular L1, since Hmmgmﬂ.w
anr Mﬁmm.w variety of L1 backgrounds all pass through these stages. (The exam
MMM&& follow are taken from Ellis, 1986, pp. 59-60).

Stage 1: no + PHRASE

No drink. i

No you playing here. .
Stage 2: negator moves inside phrase; not and don’t added to list of
negators, but don't is considered one-word

I no can swim.

I don’t see nothing mop. ; .
Stage 3: negator attached to modals but initially may be unanaly.
is don't in Stage 2

I can’t play this one.

I won't tell. | H (ot il
Stage 4: auxiliary system of English is developed, and learner acq
correct use of not and contractions

He doesn’t know anything.

I didn’t said it. . b b -

As these patterns for the acquisition om. negation in mﬂmWM mwmwwmmﬁ\ouﬂ e

ers make particular kinds of errors at particular stages in i

structure. Each stage marks some kind of EEEQESW%ER ket
learner regarding that particular structure. That is, a s

“pop into the heads” of learners; it evolves over time. cquleoRE
In a study of the acquisition of Spanish ser and estar nm_mmmmooa 51
in English), VanPatten also found stages of development in

1
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He found a *msn_mzo% for learners to pass through five stages of development
in their acquisition of basic uses of the Spanish copular (linking) verbs, with
Stage 2 lasting some time for English speakers learning Spanish. (The follow-

ing examples are taken from VanPatten, 1987; asterisks indicate ungrammati-
cal constructions,)

Stage 1: no copular verb
*Juan alto. (John tall.)

Stage 2: acquisition of ser and its overexten
would be appropriate
Maria es muy simpitica. (Mary is very nice.)
*Ella es estudiar. (She's studying.)
*Mis padres son a Chicago. (My parents are in Chicago.)
*Soy muy contento hoy. (I'm very happy today.)

sion in contexts where estar

Stage 3: acquisition of estar + progressive
Estd estudiando. (She’s studying.)

Stage 4: acquisition of estar + location
Estin en Chicago. (They're in Chicago.)

Stage 5: acquisition of estar + adjectives of condition
Estoy muy contento. (I'm very happy.)

Stages of development have been fou
questions in English (that is, the structure of questions containing when, who,
why, where, and so forth), tense and aspect in Romance languages and English,
and case marking, among other linguistic structures. (Stages overlap; a learner
may clearly be in Stage 2 of the acquisition of a structure but have residual
patterns from Stage 1, for example.) Stages of development suggest that learn-
ers actively organize language in their heads independently of external influ-
ence. Something causes them to make certain kinds of errors and not others,
and something produces certain universal patterns of acquisition regardless
of the L1.

The slowness of acquisition is demonstrated by the fact that learners
may take a number of years (even with lots of input) to go through such stages.
And first language influence may cause learners to linger in one stage more
than another. Such is the case iwith negation. Spanish-speaking learners of
English tend to linger in Stage 2 more than do learners of French (in which
negation is postverbal with pas), but both sets of speakers experience all of the
stages. Likewise, English-speaking learners of Spanish may linger in Stage 2
for the acquisition of ser and estar because the stage resembles their own lan-
guage’s “one copula” system. Chinese speakers learning Spanish, on the other
hand, do not have a copula verb and so would not linger in Stage 2 as long as
English speakers do. (They would linger longer in Stage 1 because this stage
resembles Chinese.) Both sets of learners, however, will eventually traverse all
the stages on their way to native-like competence with these structures.

Another example of the slowness of acquisition is to be found in what are
called acquisition orders. These orders refer to the sequential acquisition of
various grammatical features over time without focusing on the acquisition of

nd for word order in German, WH-

i f development research). Certain
i i as in the case of stages o . !
any _umaznﬂmﬁhmﬂsﬁwmﬁ are learned before om‘.ﬁm\. and this _Homqmm.wo_ﬂm Mﬂw _MM
m_mgmaw Mﬁ% uantified in learners’ oral production. The mHmBMbm EMT s
omed\M in apmnw@.u% were morphemes (pieces and parts ow“ énanm\m MM gl
mﬁﬁa.”wmm and noun endings) and functors (words msnﬂ mHm t m@ %w. mr e mvmmn:&m
i i i in sentences). In knglish, ;
icular grammatical functions A

rmw”m mumm.mﬂn mvo%s that the acquisition of verb morphemes tends to fo

it has

following order:

1. -ing

2. regular past tense

3. irregular*past tense ,
4. third-person present tense -5

her words, if we studied the language produced by Hmmﬁ”mﬂm o%U _MMMHMW
e fi ﬁ\ ee the greatest accuracy in the use of -ing with ve B
i sacm jliri ﬁm The last thing we would see is accuracy in _&m\ use o MM
ik o%%u: . der would be apparent regardless of the learner’s L1. In o mw
B chines om anish, and Arabic speakers of English follow the mmBm.mn@E_
Sﬁ.z.mm\ Ogsmmm\ ﬁ% Em%wmamm. This order is thus believed to be :bzmﬂw
e Wﬂmﬁu‘ lish. To be sure, some learners might progress mﬁocm ! M
g o.ﬂrm”moﬁﬁm.ﬂm. still others might never nou.:.Emwm Em mm@r:m_ MW i
e the no:\E not quite get third-person -s into ﬁrm.n. mﬁmmw i W
ﬁBanﬂWM Mwﬁwmﬁvmw\mmm be able to see a universal _ummﬁﬂﬁ of mn@s_wmm%ﬂﬂ.ﬁmms&
o i iri idence that learners pos
mEoﬁs WMMWHWoWHmMMMMMMM m_HM%m_MMM_m mM%mm and that these strategies do not
1 memmwml_% obey outside influences (Corder, 1981).

Most L2 Learners Fall Short of Native-like Competence

In spite of instructors’ efforts to “ensure” accuracy and in spite of Mmmﬂ%mwﬂmw
o formance that include a component for accuracy, mos o
" ey tive-like in their acquisition of a second _m:m:mmw. .m: m“,,. A
i vmnogm N nonnative-like or their ability to use the _BE.H: sys E.:E
E.%:& m%wﬁmg ww both. Second language learners often speak with an mnmﬂm om
Soa._mg.m:ry o msma o.ﬁ accurate they are with grammar and other mmﬁmnﬁw i
5% H_ﬁ;mﬁmﬁm MaanObQ language learners often have certain _mﬁm. mﬁmmw mwmmw i
MmMMMWM._mWﬁ that are never acquired, mmH example, _%mwoﬁﬂwﬂmwhm mmm el
and eloquent nonnative who still says, “She wants ﬁoraw Tt
T :mr.m Ewﬂwwmmw%o%ﬂmﬁanm_ differences between

never quite . !
WMWHMMMWMW%@WN% of >Mm§m mmurimzm‘m m_,mﬁ:w\ E.Qmﬂw Mwﬂwﬂ %MM. MMMm
tinely uses the word derange when Bmms_:m bother, mmmﬁ:ﬁo WG
you with this little matter.” (In French déranger mean:

i irot’ i uage. . . :
go:MMﬂMMm:%“MWHMWWMMs mm mv: different kinds of levels; *rwﬂ me MWMMWJWM
nativeness .Hm\zoﬂ all at the same level of Sonbmﬁ_qmwﬂmmm. M% %MmEOE i
they are nonnative-like in a number of ways. Why m%miamsnm i it
native-like is still unknown. Some scholars have foun
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period, a time around puberty from which learning another language is diffi-
cult. Others find evidence that there is no critical period at puberty, that learn-
ing is constantly attenuated, and that it may have a lot to do with time on task
(how much input you get over time). In Birdsong (1999), these diverse points
of view are evident, as they are in Harley and Wang (1997).

Skill Acquisition Is Different From the
Creation of an Implicit System

It is one thing to develop some kind of implicit system. Being able to use it is
altogether different. Thus, we can separate out skill acquisition, especially
speaking skills, from the notion of any underlying system on which speaking
might draw. Learners, for example, may be quite aware of certain distinctions
in a language, say the vowel contrast between the two words kook and cook,
but might not be able to produce them. Learners may be able to judge a cer-
tain sentence as possible or impossible but not be at the stage where the rule
on which they rely can be used in sentence generation.

The implication from this observation about SLA is that skill acquisition
happens independently of the creation of the linguistic system, even though
speaking must access the system in order for the learner to express meaning.
In one theory, called Processability Theory (Pienemann, 1998), an entire devel-
opmental ordering of “output procedures” is presented and discussed, and as
the author himself says, the concern of the theory is about how learners acquire
the procedures necessary for creating novel utterances and not the acquisition
of the linguistic system itself. The procedures are used to put together linguistic

elements in real time (while speaking) and exist in the mind of the learner as
mechanisms and not as knowledge.

SUMMARY

In this chapter, we have seen that many instructors take on the burden of ensur-
ing learning by the roles they and their students adopt in the classroom. Very
often this dynamic plays out in the Atlas Complex, in which teachers assume
the role of transmitter and verifier of information while learners assume
the role of knowledge recipient. Even though the profession abandoned
ALM as a singular approach to language teaching as it attempted to embrace
communicative methodologies, the role of the teacher did not change. We can

still find an Atlas-like role played ocw in &%wmmo?mhmému “conversations  that
i ts in their classrooms.
ﬂmmnﬁﬂwmw MNHMsMMMJMMW w%%w:mmm teaching has attempted to shift from the
imechanistic approach of ALM, researchers in mmnOﬁQ language acquisition have
umulated a body of work that offers us certain observed phenomena that
MMM must address as teachers. Apparently, the Hmbm:mmm learner is in much Bmﬁ.m ,_
control of acquisition than anyone .rmm assumed prior to .ﬁ.rm 1970s. >:n“ u ﬂ.
mately we may come to the conclusion that languages are, in essence, un mmw.n m
able; that is, that we cannot force or cause the creation om.ﬂrm learner M _H:ﬁw.,h_
system. We may not be able to force or cause the acquisition of speec -making
HuHOanE,mm that are essential to skill %4&0%«53& Qur conclusion may S.w..%
well be that we can only provide opportunities in the .Qmmmnoos: for mmmEmT
tion to happen, but that these opportunities must be Hﬁowﬁ:ma by what we
know about acquisition. As such, our roles as teachers in the classroom may
nvmsmmlmsm the roles of the students may nwmzmm.mm A.zmc. . v
Throughout this book, we explore ways in S;Bn.v instruction can EMH .
unison with acquisitional processes rather than against w.rmB. We QMHU asize
that what happens in language classrooms reflects the view ..%mﬁ m.ms mﬁ.ﬂmﬁmnm
not merely recipients and instructors are not EmHmQ. transmitters. bmﬁsnwo_.m
must resist the constant temptation to display their _902_@&% of the an-
guage they teach. Instead, they must formulate .#mmwm‘ to maximize F.m.ﬁ%nmm
contributions to the language-learning enterprise. To ensure that kind o
result, the students who were put into groups in order to reach a consensus
about the correct answer should be allowed to state .%9« *roﬂ.mz processes
and to know that their work in groups counted for something. Likewise, Qw:-
dia (in the'Leemann Guthrie example) mrocE have been allowed to mﬂmﬁ& mm
opinion and not have it stated for her. m.ﬁstmﬂ? learners must ﬂm meS e '
with opportunities to express real information and not Bmﬂ.m_._% the in oﬂ,ﬁ_mﬁ
tion in drills. And finally, learners must be given opportunities to construc
communicative interactions in the classroom as mﬁ% would outside the class-
room—to interpret, express, and negotiate Bmmgsm. In short, to Eoﬁ_uﬂﬁ.s-
dents beyond the role of recipient, we must give them both the _.,Wm%owmw i H_W\
and the appropriate materials. Most important, they must learn how to carry
out that responsibility.

KEY TERMS, CONCEPTS, AND ISSUES

Atlas Complex habit moﬁbmm.os il
classroom M%ﬁm:an pattern practices and substitution
roles dictate tasks drills o .
knowledge transmission and OOEBMEQ_”.:B Languag

receptive vessels ﬁmmn?:m (CLT)
secondary roles for instructors conversafion

and learners @:mmao?wnm-m:mémﬁ only
Audiolingual Methodolo paired work

A_Mrmm\c : k. classroom versus nonclassroom




implicit linguistic system restructuring
conscious or explicit rules output processing
input dynamic but slow
meaning-bearing stages of development
explanation is not input acquisition orders
correction is not input native-like competence

complex processes critical period
input processing skill acquisition versus acquisition
accommodation of an implicit system

THINKING MORE ABOUT IT:
DISCUSSION QUESTIONS

1. Brooks (1990) has pointed out that when learners work together in pairs,
one of the partners may reenact the instructor’s role. Examine the following
exchange (based on Brooks, pp. 158-159) between two learners who are
working in pairs asking and answering questions. What do you infer the
instructor’s role to be in their class?

StuDENT A: ;Cémo es Luisa?
STUDENT B: Luisa, Ahhhh, es... Luisa.
Lindas (prosodic stress on ‘as’), lindas (prosodic stress on ‘as’).
STUDENT A: ;Lindas o linda? (prosodic stress on ‘as’ and ‘a’)
STUDENT B: Linda. (prosodic stress on ‘a’)
You're right.
STUDENT A: Muy bien. It's not plural. Okay.
STUDENT B: Switch?
STUDENT A: Switch.
STUDENT B: Por favor, sefior, ;cémo son Luisa?
STUDENT A: ;Cémo son o cémo es?
STUDENT B: Would that be cémo es?
¢Como es Luisa?
STUDENT A: Luisa es muy simpitica.
STUDENT B: Muy simpitica.

2. Examine the list of things people must acquire as part of their implicit system
on pages 17-18 and consider your own second language acquisition. In what
areas do you think you are native-like? In what areas do you think you are
decidedly nonnative-like? Compare this with others in your class. Then con-
sider these well-known nonnative speakers of English and ask the same
questions about their native-likeness and nonnative-likeness when not act-
Ing or singing:

Arnold Schwarzenegger

Celine Dion

Antonio Banderas
Jackie Chan

Observe the same instructor a total o

NG A CLOSER LOOK:
CE ESEARCH ACTIVITIES

f three times, once a week for three dﬂmmwm,.
i i f the room (rows,

following: (1) physical setup o . .
e Sﬂmmvwmwwmm 5c5_umamom teacher-fronted (Atlas-like) exercises

i ises; and (3) circumstances
non-Atlas-like exercises; an
et ative language. Prepare a report

Each time,
semicircle, groups,

ompared to the nu :
MEQWH which the instructor uses the learners’ n

of your findings.

y GUAGE
ING COMMUNICATIVE LAN
H%%%ZQ HAPPEN: PORTFOLIO ACTIVITIES

control of acquisition, develop a list of E_mmw
lassroom and in written production. Woul

t all errors equally? Would you correct any and all errors? AOMMM w%%
L e Jtogether? Under what conditions would you correc A
g “ rmww mem&mmﬂmbnm between semantic or vocabulary m:m:mH.mBWm %Mu
noﬁwmﬁ?ﬂm\oﬁw mind? Is there some method of feedback other than “direct” e
erro .

?
correction that makes sense to you:

Given what we know about __wmamn
for handling learners’ errors in the c




