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CHAPTER 1

INTRODUCTION

1.1 The Problem Defined

Traditionally, grammar occupied a central role in the teaching and learning of a ¢
language. Knowledge of grammar, here defined as the formal properties of language, was

viewed as the organizing principle in second language teaching until the early 1970’s.

The predominance of grammar in the syllabuses for English Second Language was serious

called into question with the advent of the Communicative Approach, which is curi tly
followed in various departments of education in South Africa. A relatively min role
assigned to the knowledge of grammar, referred to as "grammatical competence”, in the

acquisition of communicative competence.

In addition, a peripheral role was assigned to the teaching of grammar in the second language
classroom by Krashen (1982) and his collaborators who advocated the Natural Appt  h to
second language acquisition (SLA). It was argued that grammar should no long taught
explicitly, as Krashen’s Monitor Model claimed the primacy of informal language ac  isition

over formal language learning.

The dramatic impact of the Communicative Approach and the Natural Approach on second
language teaching is sketched by Dirven (1990:8) in the following way: "for many applied
linguists the amalgamation of the two approaches led to the claim of banning all formal

n tea " fT - TR 1 1
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The confusion caused by such a strong claim did not only launch a whole body of resear
in the field of instructed second language acquisition (ISLA), but the role of formal grammar
teaching has also become a major concern to most second language teachers in recent years.

1

The problem is referred to by Stern (1983:405) as the "code-communication dilemr

The code-communication dilemma needs to be defined more clearly as it gave rise to the
present study. In the past, classroom language teaching was mainly concerned th the
analysis and practice of the formal properties of the linguistic code or grammar of the sec d
language. Formal instruction which focused on the explicit teaching of grammar w  thus
the commonly accepted teaching method in a second language classroom centred . the

teaching and learning of grammar.

Second language learners were sometimes exposed to the target language as used by ne
speakers in a natural language environment. Moreover, second language learners| - 1
actively in the language learning experience by using the second language in authen
communicative speech acts.  Natural learning was thus viewed as a non-analy al or

experiential language learning method which relied on authentic communication.

However, the recent introduction of natural learning in the second language classr m
through use in communication, has at worst negated the importance of for 1 instru on in
promoting SLA, and at best called for a re-assessment of its role within the Communicative

Approach to SLA.

A general ambivalence caused by the code-communication dilemma prevails not ly on the
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levels of instructed second language acquisition research (ISLA-research) and SLA
methodology, but also on the level of syllabus design and the compilation of teaching
material.  Kilfoil (1990) reports, for example, an ambivalence in the syllabuses ad
textbooks used by the various departments of education in South Africa. Syllabus compilers
influenced by Krashen’s hypothesis that exposure to language data or input serves as suffici t
condition for acquisition, erroneously assume on the one hand that a communicative ap h
excludes attention to form. On the other hand, they seem to believe that formal i1 1 1
can, somehow, lead to acquisition, which accounts for the lists of structures and functions
included. Kilfoil (1990:21) voices the uncertainty experienced by teachers a ut the formal
instruction of grammar in the following question: "If both the syllabus compilers ad the

textbook writers vacillate on the grammar issue, how must the teacher feel?"

Very little empirical research has been conducted at secondary school level in English S >nd
Language (ESL) classrooms in South Africa at the senior secondary level to investigate the
code-communication dilemma. The focus of this study is therefore the teaching of fairly
advanced grammatical structures, namely the present and past perfect and perfect continuous
tenses within the general framework of the Communicative Approach. The fo 1g

questions need to be addressed:

* Does formal instruction contribute statistically and practically significantly to
ESL proficiency in the use of the present and past perfect a . perfect

continuous tenses ?
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* What kind of instruction contributes statistically and practically significantly
more to the acquisition of the present and past perfect and perfect continuous
tenses within the Communicative Approach, formal instruction or the Natu

Approach?

1.2  Purpose of This Study

The aim or purpose of this study is to determine whether the formal instruction of grammar
contributes significantly more than the Natural Approach to SLA within the Communicative

Approach.

1.3  Hypothesis

The formal instruction of grammar contributes statistically and practically significant more

than the Natural Approach to SLA within the Communicative Approach.

1.4 Method of Research

A thorough literary survey of SLA research reviews, books and articles, delineating various
approaches to the teaching of grammar in SLA and defining certain concepts such as
"grammar” and "formal instruction” according to a particular view of language, was
conducted. Furthermore, teaching methods and techniques implementing the linguistic theory
underlying a particular approach were studied, as well as examples of empirical studies

conducted to examine their practical implications for second-language teaching.
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The empirical study, implementing the insight gained from an intensive lite ry sw y,
combined with quite a few years of experience in teaching English as a second language to
Afrikaans speaking pupils at senior secondary level, constitutes the most important part of s
study. For the purpose of the empirical investigation, two Std 9 groups in a typical Afrikaans
ESL school, consisting of 20 pupils each, including an equal number of boys and girls, re
used as subjects. The research design selected for the study was a quasi-experimental, n-

randomized pretest-posttest design.
1.5 Programme of Study

In chapter 2 the central role of grammar in the teaching and learning of a second lang 2e
is explored. A brief historical survey of the Grammar-Translation Method, the Audiolingual

Method and Transformational-Generative Grammar (TGG) is offered.

In chapter 3 the peripheral role of grammar is examined by firstly investigating the reasons
why the role of grammar has changed from central to peripheral. The degree to which
grammatical competence has become peripheral is then discussed by investigating various
theories of communicative competence, the concept "communicative" in Communicative
Language Teaching (CLT) and consc )jusness-raising as a learning style. An examination
of the peripheral role assigned to the learning of grammar in the Natural Approach con¢ des

the chapter.

In chapter 4 a survey of formal instruction in ISL.A-research is given. A critical discussion

based on overviews of published studies is followed by a description of recent stud
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illustrating the controversies on the - le of formal instruction which mainly stem from e

code-communication dilemma.

Chapter 5 offers the description of an empirical study in classroom-research on tl e
formal instruction in English SLA within the Communicative Approach. Care is

provide clear descriptions and detailed examples of the teaching style.

In chapter 6 the results of the study are analyzed and their implications for second I » e

>

teaching are discussed.

Chapter 7 contains a brief conclusion and recommendations for future research.



CHAPTER 2

THE CENTRAL ROLE OF GRAMMAR IN SECOND LANGUAGE TEACHING
2.1 Introduction

The aim of this chapter is to explore the conceptualization of grammar as the organising
principle in three consecutive, influential approaches to second language teaching and learni:
which were generally followed in South African secondary schools for the most part of t

20th century until the early 1970’s.

Furthermore, the aim of chapter 2 within the overall purpose of the present study, is to
investigate the role of formal instruction as determined by the definition of grammar in each
approach. Generally speaking, the link between formal instruction and the conceptualization
of grammar in all three approaches is to focus deliberately on the development of the

student’s linguistic awareness of the formal properties in the target language.

This chapter therefore offers a somewhat detailed description of traditional grammar 1
Grammar-Translation Method, taxonomic or structural grammar in the Audiolingual  th |
and the principles of transformational-generative theory as applied in TGG and the C( iitive
Code Method. The historical survey to follow consists firstly of a description of how
grammar was interpreted according to the particular view of language followed in each
approach.  Secondly, the specific methodology and techniques followed in the formal

instruction of grammar in each approach will be discussed in order to form a clearer picture

of various kinds of formal instruction which have been us ~ successfully in the past and are



still used in the present.
2.2 The Grammar-Translation Method

The role of traditional grammar was, as Dirven (1990:12) points out, "extremely narrow in
scope in that it limited its grammatical awareness to parts of speech and word cas 3"
According to Rivers (1981:66), the Greek system of classification which described their
language in terms of observed form and function, established formal categories to hich
conceptual interpretations of their external environment were attached. These conc  1al
interpretations, such as nouns denoting names of people, places and things, and r

denoting actions or states, have become universally applied categories. Although rrow in
scope, a rich legacy of grammatical terminology has been treasured by successive schools of

linguists so that this terminology is still viewed as "a dominant metalanguage for sp

about and formalising the various levels of structure in the language" (Dirven, 1

The main emphasis placed on traditional grammar is thus on its ability to foster analytical
thought in the description and classification of language, essentially in its written { m. This
view of grammar can also be seen in its implementation in the Grammar-Translation  :thod,
which focused on detailed analysis of the grammar rules in the target language. The main
feature of its teaching technique was translation from, and into, the target langu :. An
example of this method can be found in Ollendorff’s language courses offered in Europe in
the 1840°s. A typical lesson consisted of a statement of the rule, followed by a vocabulary
list and translation exercises. At the end of the course translation of connected prose passages

was attempted. By means of the translation = hnic " ¢ pupils were therefore cor y
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engaged in active, problem-solving situations where language rules, taught deduc ely, had
to be applied. Their grammatical awareness of both the first language and the target langua

was thus heightened.

The positive effect of the predominant role assigned to traditional grammar lies in the
fostering of a linguistic awareness which enables pupils and teachers not only to communi
logically in the second language, but also to communicate about the language in a
metalanguage essentially shaped by the analytic procedures in the Grammar-Trans

Method.

2.3 The Audiolingual Method

The scope assigned to taxonomic grammar in the Audiolingual Method is wider than in
Grammar-Translation Method. According to the structuralist theory of language followed in
the Audiolingual Method, learning a language "entails mastering the elements or building
blocks of the language and learning the rules by which these elements are combined, from
phoneme to morpheme to word to phrase to sentence” (Richards and Rodgers, 1986
Linguistic awareness is therefore widened in scope, which Dirven (1990:13) desci es as
including an analysis of relationships among elements within the sentence as a whole, as

as an analysis of the types of sentences or the possible sentence patterns”.

The inductive classificatory procedures followed by taxonomic grammar to establish structural
meanings at several levels are explained in Rivers (1981:71-72). Firstly, syntactic

relationships are identified. These syntactic relationships could be between sections a
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sentence, between phrases such as a noun phrase and a verb phrase, or between words within
phrases. Larger entities are then gradually broken down by a process of binary division into
smaller and smaller constituents. At the level of the word, constituents are grouped into

functional categories signalled by their formal features.

The classification of words in word-classes, viewed as functional categories in tax m

grammar, therefore differs from the conceptual interpretation of word-class classific i

according to universal categories in traditional grammar. Taxonomic or structural grammar
also includes the classification of segments of words below the word level, referr to
"morphemes”, the smallest elements which convey n  ning. Phonology is stud Ja ely
from syntax and morphology, but is studied similarly, as the stream of sound is also reduced
to its smallest constituents, "phonemes", described as "the smallest elements of sound

conveying distinctions in meaning" (Rivers, 1981:72).

The emphasis on syntax in the structural view of grammar can also be seen in the
implementation of a popular second language teaching technique in the Audiolingual Method,
known as structure or pattern drill. The aim of pattern drills is to teach the student certa

isolated formal or functional features of the target language. The student has to lis 1 for
certain formal cues and then respond to them orally by using some of the patterns r iy
mastered in pattern drills. This teaching technique demonstrates the combination of a
structural view of grammar and behaviourist psychology to form the viewpoint that second
and foreign-language learning is basically a process of mechanical habit formation. Correct
responses are necessary to form good habits, therefore the use of pattern drills and the

memorization of model dialogues min~ ° the -~ s of proc  'ng errors.
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Furthermore, the importance of oral repetition follows logically from language learning en
as a process of mechanical habit formation. - Grammatical errors, as well as pronuncia n
errors, are corrected on the spot so that speaking skills are learnt more efficiently.  he
development of listening and speaking skills consequently holds primacy over the ractisi
of reading and writing skills. Mechanical habit formation in language learning also ..vours
analogy to analysis in second language teaching. Students are taught to master a gramm

rule by practising a pattern in a variety of contexts, using the substitution technique.

Thus, most of the students’ time in an audiolingual course is spent drilling grammatical forms
and structures, placing grammar in the form of highly structured exercises in the centre
their language learning activities. Van der Walt (1993:47-48) mentions two  1ching
situations illustrating the implementation of the Audiolingual Method, namely the traini- -
programmes of the U.S.Army during World War II and the adoption of the Audiol

Method in the Foreign Language Elementary School (FLES) programmes thr  ghout the

United States during the 1950’s.

The Audiolingual Method thus influenced second language teaching positively in p1 iding
teaching procedures with a linguistically and psychologically-based framework in which to
operate systematically. The Audiolingual Method also defined the four skills of listening,
reading and writing more clearly by assigning a definite role to each skill in the teaching
prc -amme. The emphasis on the development of listening and speaking skills furthermore
introduced new teaching techniques such as pattern and substitution drill. The students’
confidence in mastering the grammatical structures of the target language was boosted by the

Audiolingual Method’s insistence on working in groups 1in  rs, and by using the
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language laboratory for individual oral and aural drill.

In terms of its short-range objective, namely the mastery of skills, the Audiolingual Met d
thus had a positive influence on second language teaching as the average student experien d
success in developing oral and aural skills quite early in the audiolingual programme.
However, in terms of its long-range objective, namely to promote the acquisition
knowledge of language as the native speaker uses it, the Audiolingual Method v ; :ss

successful.

2.4  Transformational-Generative Grammar (TGG)

The TGG theory of grammar also assigns a central role to grammar in its view of langu e
and language learning. Its description of grammar is, as in taxonomic or structural grammar,
limited to the scope of the sentence. However, within these boundaries, it is 1 re
comprehensive = defining grammar as "the whole of grammatical competence, inclu =~ g

phonology, syntax and semantics" (Dirven, 1990:14).

TGG, as a theory of grammar, was never intended to be implemented as a language teaching
method. Yet, its impact on language learning, as well as on second language a 1isition
research (SLA-research) in shaping the beginning of recent approaches to SLA, has been far-

reaching.

In the late 1950’s Chomsky, the innovator of TGG, published his Syntactic Structures,

explicating his linguistic theory which represents a revolution in the aims of linguistic study.
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The taxonomic classification of structures was no longer considered adequate: "linguists
became concerned with déveloping systems of rules which account for, rather than m ely
describe by means of lists, the structural possibilities of a language" (Brumfit and J ,

1979:2-3).

Basic to the understanding of grammar as viewed in TGG, is Chomsky’s distinction b  we
competence and performance which attempts to go beyond the conception of language as a
systematic inventory of items in a particular language to the description of the pr esses
underlying all languages; a description of Universal Grammar. Chomsky viewed linguistic
or grammatical competence as "concerned with the tacit knowledge of language structure, t
is, knowledge that is commonly not conscious or available for spontaneous report, but
_ implicit in what the (ideal) speaker-listener can say" (Brumfit and Johnson,
1979:7). Performance is viewed as the imperfect manifestation of the ideal speaker-listener’s
linguistic competence in his actual use of language and as such, not suitable for linguistic

description.

The procedures followed by transformational-generative linguists to analyse and describe e
role of grammar in the competence/performance distinction set out in detail by Rivers

(1981:74), will be briefly summarised for the purpose of this discussion.

The surface structure of every utterance (performance) in a particular language - be
analyzed through successive transformations including processes such as replacement,
addition, and changes of position. Transformational rules continue to operate until the base

structures, conforming to the abstract systems of grammatical relations present in the deep
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structures of all languages, are revealed. This Universal Grammar is not arnt by children,
but already forms part of the ideal speakér—hearer’s intrinsic competence. Examples f se
structures are the subject-predicate relationship and the noun-verb distinction appearing in all
languages. These base structures are described in terms of the universal categories in

traditional grammar.

Grammar, then, is viewed in Transformational-Generative Grammar theory as "a system of
transformational and rewrite rules which can predict all possible sentences of the langu e,
but none which the native speaker will consider unacceptable" (Rivers, 1981:74).
Furthermore, the method provided by generative grammar uncovers the variation in de

structure of two utterances which would, according to a taxonomic grammatical a1 ysis,
appear to be identical in their surface structures. A classic example of this fact is e
juxtaposition of the two sentences, John is eager to please and John is easy to plea  In the
former, John does the pleasing, while in the latter, someone else pleases John. In this
respect, TGG has more explicatory power as a grammar than taxonomic grammar, as it

uncovers important differences in me. ing.

TGG theory views language as a rule-governed and creative system. The creative ability of
the language learner to construct an internal grammar is, according to Chomsky, due to ¢

innate mechanism or language acquisition device (LAD) which proceeds by hyp hesis
testing.  Wilkins (1973:169) explains the procedure as follows: The child is exposed to
language from birth. Language acts as a trigger for the learning device. The child’s innate
mechanism has the capacity to formulate hypotheses about the structure of the language to

which d. The hypotheses are then tried out in the child’s own performance of
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utterances, and are regularly checked against the further data that his exposure to language
provides. As he grows older, he brings his speech closer and closer to the adult mo 1 unt
it becomes the complete grammar of the adult language.

Performance, however, is seen as an imperfect manifestation of the ideal speaker-liste t’s
competence and as such, irrelevant to the theoretical and descriptive linguist. Chomsky thus
views the task of the linguist as specifying "the nature of the linguistic theory that enables the
child to learn language. The task is to give an adequate description of the Universal

Grammar" (Van der Walt, 1993:48-49).

The emphasis on hypothesis testing in Chomsky’s LAD theory has led to interesting lines of
research in first as well as in second language acquisition, heralding the beginnings of recent
approaches in SLA and method. Selinker’s term "interlanguage" originates, for exar le,
from the observation of first-language acquisition researchers that young children seemed to
pass through a series of interim grammars as they were testing hypotheses about the form of
the language they were learning. He used the term "interlanguage” to describe the learner’s
version of the new language which still deviated from the native speaker’s language at a

specific point in time.

Interlanguage studies, based on the new direction given to research in contrastive' linguistics
by TGG, addressed the problems of interference, or negative transfer, from the v it
it was possible "to compare the structures of two languages on the basis of language
universals and thus account for the specific learning difficulties in a given language pair"

(Dirven, 1990:14-15). A whole series of error analysis studies was conducted, attempting
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to predict second language learners’ errors resulting not only from LAD, but also from other

learning strategies such as overgeneralization and simplification.

An influential impact of hypothesis testing and interlanguage theories on teaching techniques
is that a climate of error tolerance was created. Errors were no longer viev 1
indication of the learner’s incompetence to learn a new language, but rather as proof f
learner’s developing linguistic competence. The creative abilities of the learner to for his
own internal grammar, emphasized in TGG, has awarded the language learner an active,
participatory approach to the acquisition of a new language. More opportunities ' re
consequently given to language learners to participate in language learning activities in the
classtoom and to be exposed to authentic use of language by native speakers. The tolera
attitude towards errors made in speaking or writing a new language gave language learners

more confidence to develop a linguistic competence of their own.

The influence of TGG on language teaching stems from Chomsky’s view of language as being
rule-governed and creative, which implies the teaching of language "as a consciously lear
system" (Stern, 1984:470). This linguistic perspective was combined with cognitive

psychology to form a cognitive code learning theory or method.

The principal assumption of the cogn ve code learning theory which derived in part from
the competence/performance distinction was that "perception and awarene £ d
language rules preceded the use of these rules” (Ellis, 1990:38). The most distinctive
contrast between the Audiolingual Method and the Cognitive Code Method is described by

Ellis (1990:38) as a different appreciation of the contribution of metalingual knowledge. The
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Audiolingual Method negates the importance of conscious grammatical knowledge except as
summaries of acquired behaviour, whereas conscious grammatical knowledge is seen as

essential to the learning process in the Cognitive Code Method.

The emphasis on conscious understanding of grammar as the central aspect of the tar
language system in Cognitive Code Method therefore caused teachers to return to ¢
teaching techniques in contrast to the inductive techniques applied in the Aud: ingual
Method. Consequently, a return to the explanation of grammar rules first, thereby inv  ving
students’ reasoning processes in language learning, was advocated. The importance of insig
in transformational exercises, such as active into passive and direct speech into indirect
speech, was thus re-instated. According to Ellis (1990:38) applied linguists, however, took
care to emphasize the understanding of grammar rules taught explicitly to prevent 1

to the mere memorization of grammar rules in the grammar-translation method.

Another major difference between the Audiolingual Method and the Cognitive Code Method
is the emphasis placed on creativity. The practice of rote-learning as advocated in the
Audiolingual Method, which required students to memorize long sentences in dialogue-for

and then practise them in the precise form memorized, was discouraged. Instead, teachers
concentrated on producing much shorter exchanges in model dialogues containing meaningful
patterns adaptable to suit the student’s creative use of language in formulating his own

speech.

However, despite the far-reaching in 1ence of TGG on SLA-research and the emphasis on

meaning in learning grammar advocated by the Cognitive Code Method, the impact of TGG
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on actual second language teaching was minimal. The Cognitive Code Method was,a or g

to Ellis, "insufficiently distinct from audiolingualism" (1990:40).

Brumfit and Johnson (1979:3) purport to explain the reason why the Cognitive Code 1
is perceived as similar to the Audiolingual Method. The central concern of linguistic analysis
in both methods remained the syntactic structure of the language. Second language learning
activities still focused on structural forms and functions reinforced by grammar exercises.
The Cognitive Code Method therefore remained essentially formalist in its pref :nce {
analysis of the formal properties of the target language. Brumfit and Johnson (197

it as follows: "After all, the most it can offer is alternative strategies for teaching grammar
- new ways of teaching the same thing." The alternative grammar teaching strategies referr
to in this quotation result from Chomsky’s mentalist view of languagé learnii ch,
according to Ellis (1985:14), "emphasizes the contribution of the learner, rathert 1t

the environment".

2.5 Conclusion

The preceding investigation of the cer al role of grammar réveals that the conceptualization
of grammar has grown in complexity. Dirven (1990:13-14) points out that the sco  of
linguistic awareness has widened from a limited concern of traditional grammar wi

of ¢ =ch and word categories, to an awareness of the sentence as a whole, the types of
sentences and possible sentence patterns in taxonomic or structural grammar. The emphasis
on cognitive insight in the acquisition of grammatical competence in TGG, has furthermore

increased the scope of linguistic awareness to include not only phonology and syntax, buta
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semantics.

However, the increased linguistic awareness of the complexity of grammar as the central focal
point of language study, has remained a formalist exercise in which the formal properties -
language were analyzed to master the grammar of the target language. The Grammar-
Translation Method, the Audiolingual Method and the Cognitive Code Method therefore
favour an analytic approach to second language learning and teaching. Even in the Cognitive
Method with its emphasis on creativity in developing the pupil’s ability to formu

sentences, the rules of the target language first need to be analyzed and explained.

Consequently all three methods discussed in this chapter can be described as analytical.

Formal instruction which focuses on the conscious learning of a second language by
developing the learners’ linguistic awareness, was thus traditionally seen not only as a
necessary condition for successful language learning, but also as the only method of teaching

and learning grammar.

The introduction of non-analytical or experiential ways of language learning led to an
emphasis on the communicative component in second language learning and teaching 1ce
the early 1970’s. Following this shift in emphasis, the central role of grammar was down-
played and became peripheral in second language learners’ efforts to achieve communicat
competence in the target language. A more detailed examination of the peripheral role of

grammar follows in chapter 3.
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CHAPTER 3

THE PERIPHERAL ROLE OF GRAMMAR IN SECOND LANGUAGE TEA [ING

3.1 Introduction

This chapter examines the peripheral role of grammar in some recent approaches to second-
language teaching, by firstly looking at the reasons why a shift in emphasis from grammar
as the central organizing principle in second language teaching and learning has changed to
a peripheral role. Secondly, the degree to which grammatical competence is perip in
the Communicative Approach is discussed by investigating the role of grammatical
competence in véu‘ious theories of communicative competence. Thirdly, the concept
"communicative" in Communicative Language Teaching (CLT) is examir a

Consciousness-Raising (CR) is discussed as a learning style. Fourthly, the Natural Ag ch,

including Krashen’s Monitor Model, is dealt with in some detail.

3.2 Reasons for the Changed Role of Grammar

The centrality of grammatical competence viewed as the touchstone of Chomsky’s eal
speaker-listener was seriously challenged by Hymes (1972) in his paper, "On Comm i ive
Competence”, originally delivered at a conference on language developr it a1 g

disadvantaged children.

Hymes (1972) strongly expressed his discontent with Chomsky’s idealistic view of linguistic

competence cultivated only by the ideal speaker-listener in a completely homogeneous speech
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community, by referring to it as a "Garden of Eden view" which borders on being
declaration of irrelevance” (Brumﬁt and Johnson, 1979:5). Instead, Hymes (1972) propos
a broader and more realistic concept of competence which also considers the communicati
needs of the average language learner. The concept "communicative competence” includes
grammatical competence, yet the central concern is knowledge of appropriate langu.  use

in relation to social context.

An influential reason for the periph: i role of grammar in Krashen’s Monitor  »del is
Krashen’s negation of the importance of conscious learning in his theory of second language
acquisition. The Monitor Hypothesis states that conscious learning "has only one functi
and that is as a Monitor or editor” (Krashen, 1982: 5). Error correction and explicit teaching
of rules are not relevant to language acquisition which holds primacy over learni  in-
Acquisition/Learning Hypothesis. Krashen’s influential theory of second language acquis on
underlies the Natural Approach, which is referred to by Krashen and Terrell as "an ex

of a communicative approach" (Richards and Rodgers, 1986:129).

~ The powerful "amalgamation" of the Communicative Approach and the Natural Approach (cf.
1.1) has led to the claim of "banning all formal grammar teaching from the curriculum"
(Dirven, 1990:8). Formal instruction of grammar in second language teaching was thus
seriously jeopardized and has been vacillating ever since among various degrees of periphery.
For an investigation of the peripheral role of grammar in the Communicative App ach, the
i)resent discussion will now turn to an examination of the role of grammatical competence in

various theories of communicative competence.
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3.3 The Communicative Approach

3.3.1 Theories of Communicative Competence

Canale and Swain (1980) classify the different theories of communicative compete

according to the varying emphasis placed on grammatical competence, sociolinguistic
competence, and other areas of competence. Basic to all theories of con unicative
competence, however, is a view of language as a means of communication. The degree

which grammar is peripheral will be explored by examining some theories of communicative
competence. Theories of communicative competence are classified in three types of the ies
according to their comprehensiveness, namely theories of basic communication ills,
sociolinguistic perspectives on communicative competence and integrative theories of

communicative competence.

3.3.1.1 Theories of Basic Communication Skills

Canale and Swain (1980:9) define a theory of basic communication skills as one that
"emphasizes the minimum level of (mainly oral) communication skills needed to get along
in, or cope with, the most common second language situations the learner is likely to face".
Van Ek’s (1976) model of basic communication skills is based on a preliminary d ument
prepared by the British linguist, D.A.Wilkins (1972), which contained an analys of t

communicative meanings to be understood and expressed by a language learner. Two types
of meaning were identified, namely notional categories and categories of communicative

function. The document was later revised and expanded into a book called Notional
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Syllabuses (1976) which, according to Richards and Rodgers (1986:65) "had a significant

impact on the developmeht of Communicative Language Teaching".

The general aim of Van Ek’s model designed to provide a set of specifications for a first level
or "threshold level” communicative language s1 abus, is to enable learners to survi in
temporary meetings with foreign language speakers in everyday sitt ions. Gramr
accuracy and the appropriate use of register are unimportant in this model, as "more effective
second language learning takes place if emphasis is placed immediately on getting one’s
meaning across” (Canale and Swain, 1980:10). Van Ek’s model thus supplies lists of gene
and specific communicative functions such as imparting and seeking factual information,

further specified as identifying, reporting, correcting and asking.

The model also offers lists of general notions such as existential, spatial and temporal n o
and specific notions, for example names, addresses, likes and dislikes. Topic areas, tings
and roles are also specified. It follows that specifications of languagé forms to express these

functions and notions will only be viewed as peripheral.

3.3.1.2 Sociolinguistic Perspectives on Communicative Competence

Theories which offer a sociolinguistic erspective on communicative competence have been
quite influential in many of the proposed communicative approaches. Hymes’ paper "On

Communicative Competence” (1972:281) suggests four types of knowledge and abilities :

1. Whether (and to what degree) something is formally possible;
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2. Whether (and to what degree) something is feasible in virtue of the means of
implementation avéilable;

3. Whether (and to what degree) something is appropriate (adequate, happy, successfu
in relation to a context in which it is used and evaluated;

4. Whether (and to what degree) s nething is in fact done, actually performed, and v at

its doing entails.

The interaction of grammatical, psycholinguistic, sociocultural and probabilistic systen of
competence in Hymes’ model of communicative competence is highlighted in a critical
discussion by Canale and Swain (1980:16). They conclude that grammatical competence is
equally weighted with the other components of Hymes’ model of communicative competence.
Grammatical competence, then, seems less peripheral in the sociolinguistic perspect

communicative competence than in theories of basic communication skills.

According to Brumfit and Johnson (1979:25-26), Halliday’s sociolinguistic perspectivé of
communicative competence entails three levels of analysis, namely the behaviou |, the
semantic and the grammatical, and the relationship between them. Each levelis ch acterized
by a set of options. At the behaviour: level the options as to what the individual "can do”
is called "behaviour potential”. The semantic level offers the individual linguistic options
whether to say or to write something which, in turn, offers a set of choices about "meaning
potential”, i.e. what the individual "can mean". Once the individual has selected hat to
mean, options at the grammatical level have to be chosen from to express his meaning.
Therefore, according to Canale and Swain (1980: 3), Halliday views language "essential

as a system of meaning potential, i.e. as sets of semantic options available to the la~—1age
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user that relate what the user can do (in terms of social behaviour) to what the user can say

(in terms of the grammar)".

The sociolinguistic perspectives of bot Hymes and Halliday thus assign an important, t 1 1
not central role to grammar as their views of communicative competence conc n the

interaction of social context, grammar, and social meaning.

3.3.1.3 Integrative Theories of Communicative Competence

Integrative theories of communicative competence are defined by Canale and Swain (1980:20)
as theories in which there is "a synthesis of knowledge of basic grammatical principles,
knowledge of how language is used in social contexts to perform communicative functions,
and knowledge of how utterances and communicative functions can be combined ¢ ing

to the principles of discourse."

Widdowson (1978) defined a set of contrasting categories which contribute to linguistic theory
by distinguishing between language as a formal system and language use as communicative

events.

The shift of emphasis from teaching second language as a formal system to teaching second
language as communication is clearly illustrated in Widdowson’s (1978) lir istic and

communicative categories:
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Linguistic Categories Communicative Categories
correctness | appropriacy
usage use
signification value
sentence utterance
proposition illocutionary act
col ion coherence
linguistic skills communicative abilities
(for example, speaking and hearing) (for example, saying, listening, talking)

However, Canale and Swain (1980:22) oint out the danger of an overemphasis m vy
integrative theories on the role of com unicative functions and language functions, anc  i1ck
of emphasis on the role of grammatical complexity. They question the validity Ff
Widdowson’s assumption that one is concerned with aspects of language use and not

aspects of grammatical usage, especially as far as the beginning second language learner is
concerned. Canale and Swain (1980:24) reason that the beginning second language ] ner
will most likely not be able to 'attend to the task of how to use language until the learner has

mastered some of the grammatical forms to be used.

The theoretical framework for comm icative competence proposed by Canale a  Swain
(1980:29-31) is viewed as an integrative theory v ich includes minimally three competences,
nan y nr ical competence, sociolinguistic competence, and «

Grammatical competence is defined "to include knowledge of lexical items and of rules of
morphology, syntax, sentence-grammar semantics, and phonology" (Canale and Swain,
1980:29). Sociolinguistic competence consists of two sets of rules, namely sociocultural rules

and rules of discourse.  Sociocultural rules specify the 1ays in wh 1 are
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produced and understood appropriately within a given socibcultural context.  Rules
discourse concern the cohesion (grammatical links) and coherence (the appropriate
combination of communicative functions) of groups of utterances. Strategic competence
will, according to Canale and Swain (1980:30), "be made up of verbal and non-v
communication strategies that may be c: ed into action to compensate for breakdow

communication due to performance variables or to insufficient competence”.

The examination of various theories of communicative competence by Canale and §
(1980:1-47) led them to conclude that grammatical competence should be equally weighted
with sociolinguistic and strategic comp: :nce in order to develop the learners’ communicat
competence. Furthermore, there shc be emphasis on both grammatical accu :y and

meaningful communication from the very beginning of second language study.

Canale and Swain (1980:24) also found that there is "little theoretical motivation for t
overemphasis on language functions and lack of emphasis on grammatical complexity" in the
organisation of many communicative approaches. Grammatical complexity should theref

be duly considered in specifying the grammatical forms and communicative functions* ich

relate to learners’ sociolinguistic needs.

Canale and Swain’s theoretical framework for a communicative approach provides, then, an
example of a theoretical basis for the development of the learners’ communicative competence
which does not down-play the role of grammar. Although grammar is no longer the
indisputable organizing principle in second-language teaching, it remains a significant

component in the practical implications of their theoretical framework, especially for syilabus
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design.

A functionally organised syllabﬁs design is proposed in which Canale and Swain (1980:
suggest the following means of introducing an adequate level of grammatical sequency:
making use of grammatical sequencing criteria such as degree of complexity, generaliza i
and transparency with respect to functions; (ii) treating such grammatical sequencing crit

as an essential subset of the set of criteria used to determine functional sequencing; ii)
making use of repetitions of grammatical forms in different functions throughout the syllabus;
and (iv) devoting a certain proportion of classroom time and textbook coverage to discussion

of and/or practice on new or especially difficult grammatical points.

The above suggestions for the role of grammar in a functionally organised sy! S

highlight the significance of formal instruction to instil a linguistic awareness of the second
language in the learner through conscious ‘:arning. Yet, Canale and Swain (1980:33) de te
only one paragraph to the practical implications of their theoretical framework for teaching
methodology in which they refer the reader to other sources for examples of communicative
teaching and learning activities. The reason for this vagueness about how gramn - could

be learnt and taught is discussed in the next section.
3.3.2 The Concept "Communicative” in Communicative Language Teaching (CLT)
The absence of an influential language learning theory in the Communicative Approach to

second language teaching has caused considerable vagueness in determining how grammar

should be learnt and taught in Communicative La~~—1~~~ Teachi~~ (CLT). Widdov
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(1990:117) describes the lack of precisiqn in defining the term "communicative" in the
following way: "The term has been bandied about so freely, has been so liberally used as a
general marker of approbation, that its descriptive value has all but vanished". Widdow n
continues to define the concept "communicative” by distinguishing between t
interpretations of the concept: "Communicative" refers either to the purpo  or to the p S

of learning.

According to Widdowson (1990:119), communication seen as the purpose of language-
learning leads to a medium perspective which focuses attention on the syntactic and ser c
properties of the language itself and looks for ways of manipulating them for the purposes
oftra aission. However, communication viewed as the process of language learning, leads

to a mediarion perspective which will focus attention on creating conditions for negotiation.

In the absence of a dominant language learning theory, then, Consciousness-Raising (CR) is
discussed in the present study as an example of how grammar could be learnt and tau t in
the Communicative Approach. Rutherford’s (1987) theory of Grammatical-CR and Sharwood
Smith’s (1981) description of four types of ( . are explored in the following section to defi

various ways in which learners’ attention could be drawn to the formal properties of the target

language, i.e. to its grammar.

3.3.3 Grammatical Consciousness-Raising as a Learning Style

Grammatical CR as a process-focused approach to CLT stems from Rutherford’s (1987:153)

view of langu~~= as an o-~nic and rule-based system in which the second language learner
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“is already enmeshed, the full grammatical implications of which he alone has to work out
on the basis of what he comes in contact with in interaction with what be himself contributes

as an already accomplished language acquirer".

Rutherford’s description of the conditions in which language learning takes pla 30
highlights his view on language learning. The learner comes to the task automs:

provisioned with two kinds of knowledge or cognitive capacities, typified as "knowle( :t "
and "knowledge how" (Rutherford, 1987:7-8). The "knowledge how" refers to Ruther! d’s
assumption that all learners are endowed with a tacit knowledge of language universal
principles, a Universal Grammar (UG). Rutherford (1987:7) does not regard the second
language learner as a tabula rasa when he begins learning another language. The "knowledge
how" is revealed in the learner’s universal need to "bend the new language into forms at

will, with maximal efficiency, serve the initial desire for rudimentary communi  ion".

Rutherford (1987:3) furthermore explicates his language learning theory by claiming that it
is possible to look at the path the learner traverses towards mastering the second language in
order to infer what the learner already knows. Characteristic of early interlanguage ist n
the learner’s effort to make the link between syntax and semantics as tight as possible.
Rutherford (1987:43) quotes the example of learners who make extensive use of the topic-
comment structure in early interlanguage, even when neither the first language nor the second
language manifests this form in their basic construction. When the second language learner’s
production is analyzed over a period of time, it becomes apparent, claims Rutherford
(1987:40), that "a process is at work where interlanguage of an earlier phase has become

more grammaticized in a later phase”. This gradual process thus reveals a progr ive re-
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analysis of grammatical phenomena. The early topic-comment usage in English sec
language production will, for example, be gradually (and unconsciously) re 1al ; tat

language subject-predicate.

Rutherford’s theory of SLA therefore advocates a problem-solving approach to CLT v i
involves learners in an interactive process of language learning viewed as "

holistic process, moving from discourse to structure” (Kilfoil, 1990:21). The mediati  view
of CLT which underlies this approach favours the process of second-language acquisition
specified according to each learner’s individu: internal syllabus as he is continually
modifying and refining his systematic linguistic knowledge. Widdowson (1990:11' describes
the role of the learner following the mediation view as being engaged in "activities designed

to achieve purposeful outcomes by means of language. The activities here will be typica

tasks for problem solving".

3.3.4 Four Types of Consciousness-Raising in Language Learning

Sharwood Smith (1981:161) describes the discovery of grammatical rules by the learner as
dependent on self-discovery. The role of formal instruction is defined as the extent to which
that discovery is guided by the teacher. The various types of consciousness-ra ng in
language learning are illustrated in Figure 1 taken from Sharwood Smith (1¢ :161). A

hypothetical 10-point scale is used; the types are represented within the four cells.
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Figure 1 : Consciousness-Raising in Language Learning
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On the hypothetical 10-point scale, Type D represents a highly overt form of consciousness-
raising which may be found in the standard scﬁo grammar and is characterised by "
concise prescriptions couched in a metalanguage that is supposedly within the grasp of the
teacher and learner alike" (Sharwood Smith, 1981:161). These grammar rules can, n |
to say, become a source of endless frustration to the teacher and the learner if they are t
explained clearly and in a suitable context. Type C consists of brief, indirect "clues" v ich
may give the learner a greater sense of self-discovery. Sharwood Smith remarks that it . 1
be eaéily incorporated into some naturalistic exercise, provided that the rules to be disco' -ed
are relatively simple. The use of Type B (cf. Appendix G) is recommended to
insight is gained, for example, in English aspect. Type B consists of elaborate and explicit
guidance. Type A contains less explicit versions of elaborated guidance such as substitute
symbolic devices that serve as memories and "summarisers" of what was previously explained

in full and explicit terms.

The above discussion emphasises the complexity of grammar which demands a flexible
learning and teachiﬁg style to facilitate SLA. Formal instruction, then, has a varied role to

play in the Communicative Approach as it "can be accomplished in a  eat nun  r of wa
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ranging from covert clues ’hidden’ in the input organised for the learner to abstract statements
and varying also in the time and space devoted to drawing attention to the structures in

question” (Sharwood Smith, 1981:162).

Rutherford (1987) and Sharwood Smith’s (1981) description of conscious learning are b D
explanations of how language learning could be facilitated. Van der Walt (1993:22-27) also
discusses the relevance of two types of consciousness to the conscious learning of a se nd
language, namely consciousness as "knowledge" and consciousness as "awareness".
Consciousness as knowledge is further defined by Anderson (1983) as declarative knowledge
"knowing that" and as procedural knowledge "knowing how". Schmidt (1990) distinguishes
three levels of consciousness as awareness which are crucial to SLA, namely percepti

noticing (focal awareness) and understanding.

Common to all the above explanations of how conscious learning could facilitate the
acquisition of grammatical competence, lies the assumption that a thorough knowledge of
grammar is important to the acquisition of communicative competence in SLA. The
peripheral role assigned to the learning of grammar in the Natural Approach is examined in

the next section.

3.4 Krashen’s Monitor Model in the Natural Approach

Ellis (1990:56) refers to the Monitor Model as undoubtedly the best known theory of SLA

which has been popularised in a number of articles in various journals, and in four books

(Krashen, 1981; 1982; 1985; Krashen and Terrell, 1984). Yet, unlike proponents of CLT,
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Krashen’s theory of language learning does not have a well-defined, underlying th ry of

language, which is one of the main criticisms lodged against his theory of SLA. Ellis (1985),
Gregg (1984), Lightbown (1985) and McLaughlin (1987) are some of the researchers in the
field of SLA who question the validity of Krashen’s Monitor Model because his attempt to
formulate a comprehensive theory for SLA lacks the specification of a linguistic ¢ vy, 3
well as the evidence from empirically based data. However, Krashen’s Monitor M 31 will
be discussed essentially as a theory of learning underlying the Natural Approach which has
various implications for second-language teaching. Ellis (1990:58) accordingly maintains that

the "Monitor Model was constructed with the classroom in mind".

3.4.1 Krashen’s Monitor Model

Krashen’s Monitor Model consists of five hypotheses, namely the Acquisition/Lear ng
Hypothesis, the Natural Order Hypothesis, the Monitor Hypothesis, the Input Hypoth ;a

the Affective Filter Hypothesis. Each hypothesis will be discussed separately, alth . the
five hypotheses are interrelated in forming the Monitor Model. A brief review of Krashen’s
hypotheses is provided here as his theory is relevant for the purpose of investigating the role

of natural learning, which is central to the code-communication dilemma (cf. L.1).
3.4.1.1 The Acquisition/Learning Hypothesis
The distinction between acquisition and learning in Krashen’s Acquisition/Learning

Hypothesis is based on Krashen’s (1982:10) claim that "adults have two distinct and

independent ways of developing competence in a second language”. According to Krashen



35

(1981:1) language acquisition "is very similar to the process children use in acquiring fir
and second languages. It requires meaningful interaction in the target language - 1 ur
communication -in which speakers are concerned not with the form of their utterances but

with the messages they are conveying and understanding."

Learning, on the other hand, is defined as "conscious knowledge of a second langua
knowing the rules, being aware of them and being able to talk about them" ( 15

1982:10).

Krashen’s definitions of language acquisition and language learning draw a definite distinction
between subconscious and conscious mental processes in language learning, as well as
subconscious and conscious knowledge of a second language. Although conscious atte

paid to language rules plays the most important role in distinguishing language a uisi
from language learning, a clear description of conscious learning and subconscious acquisition
is not provided. Krashen has, however, attempted to "operaﬁonally identify conscious
learning with judgements of grammaticality based on *rule’ and subconscious acquisition with
judgements based on *feel’" (McLaughlin, 1987:21). Ellis (1985:264) does not only question
the empirical validity of such a subjective criticisi  but declares it to be unacceptable. The
emphasis on subconscious acquisition in the acquisition/learning distinction down-plays the

importance of conscious learning.

3.4.1.2 The Monitor Hypothesis

Krashen’s Monitor Hypothesis (1982:15) claims that learning "has only one function, and that
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is as a Monitor or editor" (cf. 3.2). The role assigned to the conscious learning of the ta et
language rules has therefore been scaled down drastically. Acquisition naturally plays a far
more important role in the Monitor Hypothesis because it initiates the speaker’s uttera =s

and is responsible for fluency.

The following implications of the Monitor Hypothesis are of considerable importa |
language teaching and learning. Firstly, the focus of language teaching should not rule-
learning, but communication, because Krashen maintains that conscious knowledge of n s
does not help acquisition, but only enables the learner to "polish up" what! ; been acqui
through communication. Thus, the Natural Approach does not pay deliberate attention
grammatical structures requiring "explicit analysis or attention by the language teacher, *

the language learner, or in language teaching materials” (Richards and Rodgers, 1' :13

Secondly, the Monitor Hypothesis claims that "learning" is available only for use in
production, not in comprehension. Apart form the fact that Gregg (1984:i 83) ¢ " ses
Krashen’s claim by quoting an example from his own experience of learning Japanese, where
learning could indeed be used in comprehension, the emphasis on production does n  further
the communicative interaction so highly prized by Krashen. The emphasis on production and
syntax in Krashen’s Monitor Hypothesis also reflects a structuralist view of language. The
efficacy of the monitor is reduced to such an extent by the three limiting conditions of
sufficient time, focus on form and knowledge of rules that McLaughlin’s (1987:27) question
seems quite justifiable : "If learning occurs only under such rarified conditions, what role can
it possibly have in gaining competence in a second language?"” The limited use of the

monitor therefore assigns a peripheral role to the learning and teaching of grammar in the
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Natural Approach.

3.4.1.3 The Natural Order Hypothesis

The Natural Order Hypothesis states "that we acquire the rules of language in a predict
order, some rules tending to come early and others late. The order does not appear to
determined solely by formal simplicity and there is evidence that it is independent of the

order in which rules are taught in language classes” (Krashen, 1985:1).

Krashen (1982:12) claims that the approximate systems of second language learners at the
same stage of proficiency roughly coincide. Van der Walt (1988:103) points out that SLA
follows a natural and predictable sequence of development. Although the

development may vary in detail, Ellis (1986:73) affirms that there are natural s uences

which all second language learners follow in internalising the second language system.

A study of the order of acquisition of grammatical morphemes in English by five-to-eight-
year-old children learning English as a second language, published by Dulay and 1 rt 1
1974, provide the principal source of evidence for Krashen’s Natural Order Hypot sis.
Despite McLaughlin’s (1987:32) criticisms that the study did not measure acquisit n
sequence but rather accuracy of use; that children with different amounts of exposure to the
second language were used; and that it was not a longitudinal study, the focus on sequences
in acquisition holds the important implication for course design that learners "cannot acquire

a structure that they are not ready to acquire™ (Van der Walt, 1988:103).
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Underlying the implication of the Natural Order Hypothesis that learners cannot acquire a
structure that they are notvready to acquire, is the tacit assumption that successful la u e
acquisition is equivalent to "the cumulative mastery of sequentially introduced ... units"
(Rutherford, 1982:232). According to the "accumulation of entities" view of g re
learning and teaching, language consists of entities such as "the familiar bound mor emes,
parts of speech, verb tense, clausal units, sentence types, and so forth" (Rutherford,
1982:232). Apart from grammatical structures, entities also include units of comm

functions and notions, which are conveniently structured to suit second language 1 -ners’

needs and levels of development in syllabuses and textbooks abundantly used in CLT.

3.4.1.4 The Input Hypothesis

Krashen’s Input Hypothesis explicates his interpretation of how language is acquired. 1 :
hypothesis postulates that "humans acquire language in only one way - by understandi

messages, or by receiving ’comprehensible input’.... We move from i, our current lev , to
i + 1, the next level along the natural order, by understanding input containing ; + 1"

(Krashen, 1985:2).

According to Krashen (1985:2), two corollaries of the Input Hypothesis are :

"(1)  Speaking is a result of acquisition and not its cause. Speech cannot
taught directly but ’emerges’ on its own as a result of building
competence via comprehensible input.

(2) If input is understood, and there is enough of it, the necessary
grammar is automatically provided. The language teachers need not
attempt deliberately to teach the next structure alor~ the natural order
— it will be provided in just the right quantities and automatically
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reviewed if the student receives a sufficient amount of comprehensible
input.” '

The term "comprehensible input” is rather vaguely explained by Krashen’s statement that
input is comprehensible when it is meaningful to, and understood by, the hearer. According
to McLaughlin (1987:39), the term has attempted to be more explicit by arguing that the 7
effective input (intake or comprehensible input) is input that contains structures just be i

the syntactic complexity of those found in the current grammar of the acquirer.

The Input Hypothesis exemplifies to a large extent a medium perspective of commun n
where learner activity "will be directed at increasing receptivity" (Widdowson, 1990:119).
Krashen’s (1985:2) description of the acquisition process as the learners’ effort to unders 1d
and successfully receive messages of increasing syntactic complexity corresponds to the
medium view of language which sees learners as receiving specified and ordered linguistic

units presented as "packages of meaning" (Widdowson, 1990:119).

In the medium view of communication, methodology is seen as subservient, serving only to
facilitate the internalization process. Krashen therefore sees no need for the language teacher
to teach the next structure along the natural order. There is, however, a need for text control
as successful acquisition depends, according to the Input Hypothesis, on material providing
as ient amount_ >omprehensible input at the appropriate level. .. _ldowson (

describes the text control of the medium view as "a language filtering process, with the

learner as recipient”.
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3.4.1.5 The Affective Filter Hypothesis

The Affective Filter Hypothesis claims that there is an affective filter which has "affective
variables acting to impede or facilitate the delivery of input to the language acquisition
device" (Krashen, 1982:32). According to this description, the emphasis is on the learner

as a recipient of messages transmitted through the semantic medium of language.

An important implication of the Affective Filter Hypothesis for second language teaching and
learning is that a positive, relaxed atmosphere should prevail if natural acquisition to
be successful. When the affective filter is "up” or operating, no acquisition will take place
as the LAD is blocked by negative affective factors. The learner is stressed, self-conscious
and unmotivated when the affective filter is "up”. On the other hand, when the fi

"down", the acquirer is not anxious and is motivated to become ba member of the -oup
speaking the target language. Lightbown and Spada (1993:29) point out that successful
acquisition in itself may contribute to more positive motivation or, as Krashen puts it, to a

"lowered affective filter".

The Affective Filter Hypothesis seems to have immediate implications for classroom practice
as it provides an explanation why "some learners, given the same opportunity to learn, may
be successful while others are not" (Lightbown and Spada, 1993:28). Unsuccessful 1guage
learning may, on the contrary, be attributed to stress experienced by learners who m 1 el
uncomfortable in a tense environment. Much damage has been caused in the past by teachers
who adopted a rigid approach to language teaching by insisting, for example, on role-learning

of dialogues and rules without any consideration for the learners’ particular needs and their
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creativity.

3.5 Conclusion

The investigation in this chapter of the changed role of grammar in second language ] mning
from central to peripheral, has firstly revealed that the central concern of second language

learning, whether conscious or natural, is the acquisition of communicative competence.

Secondly, it has become apparent that a conscious focus on grammar by means of formal
instruction can assume a variety of forms which depends on different interpretations of
language and language learning. It has also become apparent that the prominence given to

acquisition in the Monitor Model minimizes the role of learning in the Natural Approach.

Thirdly, an exploration of the peripheral role of grammar has defined the interrel ns
between formal instruction, the Natural Approach and the Communicative Approach mo
clearly. In view of the fact that these three concepts are key-concepts in the present s 7,

the similarities and differences between the concepts are briefly outlined according to their

interpretation in the present study.

Formal instruction is interpreted as the conscious learning of grammar by means of various
consciousness-raising techniques in CLT (cf. 3.3.3 and 3.3.4) to deve ’
grammatical competence in their acquisition of communicative competence. The concept
"communicative" is used rather vaguely in the Communicative Approach and in

CLT (cf.3.3.3) due to the absence of an influential language learning theory. However, the
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absence of a powerful language learning theory which could give clear definition to the
Communicative Approach as a method, need not necessarily be interpreted as a we: 1ess.
On the contrary, Stern (1983:473) identifies a "relatively fixed combination of language
teaching beliefs", as well as "the over-emphasis on single aspects as the central issue of
teaching and learning" as weaknesses in a clearly defined method. The Communi
Approach is therefore interpreted in the present study more inclusively than the ¢

examined in chapter 2.

The Natural Approach, however, differs from the Communicative Approach because it is
based on a powerful language learning theory which clearly defines natural learning as
acquisition which depends on a subconscious language learning process and not on conscious
learning. Although the term "approach" is used in the Natural Approach, this approa

seems to display an over-emphasis on acquisition as the central issue of teaching and learning.
This tendency, as well as a seeming lack of flexibility, rather typifies the Natural Appr :h

as an exclusive method.

Yet, the Natural Approach is viewed as compatible with CLT because of the inclusive nature
of the Communicative Approach. The Natural Approach focuses on teaching communicative
abilities and is therefore compatible with the Communicative Approach, as Richards and
Rodgers’ (1986:76) explain: "The range of exercise types and activities compatible w 1 a
communicative approach is unlimited, provided that such exercises enable learners to attain
the communicative objectives of the curriculum, engage learners in communication and
require the use of such communicative processes as information sharing, negotiation of

meaning, and interaction”. However, the inclusive nature of the Communicative Approach
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which allows for individual interpretation and variation, also has its disadvantages. The
confusion caused in language teaching methodology by the rudimentary nature of the
Communicative Approach has resulted in the code-communication dilemma (cf. 1.1), to name

but one problematic issue.

The above discussion has only been attempted to clarify the interrelations between ¢

instruction, the Natural Approach and the Communicative Approach as interpreted in this
study. However, the code-communication dilemma still needs to be addressed. Ch { 4
examines the role of formal instruction in the code-communication dilemma from a

perspective of instructed second language acquisition research (ISLA-research).



CHAPTER 4
INSTRUCTED SECOND LANGUAGE ACQUISITION RESEARCH ON FORMAL

INSTRUCTION

4.1 Introduction

The aim of this chapter is to examine the role of formal instruction from the pers :ti of
applied linguists and teachers who have conducted classroom-research in the fiel of SLA
during the last two decades. Needless to say, the confusion caused by the major shift of
emphasis in the teaching of grammar from central to peripheral, as described in the previous
two chapters, has become a major stimulus for instructed second language acquisitionres  ch

(ISLA-research).

The role of formal instruction, defined in the previous. chapter (cf. 3.3.4) as various forms
of consciousness-raising used to draw learners’ attention to the formal properties of langu: 3,
is discussed critically by examining an overview of published studies. Firstly, the effect of
formal instruction on the rate and proficiency-level of SLA is considered. Secondly, an

assessment of the effect of formal instruction on SLA, based on a survey of experimental

studies, is presented.

The critical discussion of formal instruction in ISLA-research is then follov by a
description of recent studies which address the controversial interpretation of the role of

formal instruction in the code-communication dilemma.
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4.2 The Effect of Formal Instruction on the Rate and Level of SLA

The facilitating role of formal instruction in producing more rapid or higher levels of learning
is examined in this section. A brief review of the studies is presented before a critical

discussion of the studies is offered.

4.2.1 A Review of the Studies

Ellis (1990:130-131) cites a review of Long (1983b) which covers eleven studies that
examined the effect of formal instruction on the rate/success of second language acq on.
Six of these studies clearly showed faster development in children and adults receiving il
second language teaching. The findings of two studies (Fathman, 1976; Hale and Budar,
1970) were ambiguous, yet, according to Larsen-Freeman and Long (1991:31 ~ wgu___;
in the same direction”. However, Ellis (1990:134) considers the results to be  ubtful.
Three studies showed minor or no effects of instruction. All the studies used designs
involving comparisons between learners receiving instruction and those experiencing natural
exposure or combinations of the two. A summary of the studies and their results appear in
Figure 2 taken from Ellis (1990:134). Also included in Figure 2 are four relevant studies
(Ellis, 1984c; Weslander and Stephany, 1983; Ellis and Rathbone, 1987; Spada, 1986)

which have appeared since Long’s original review article.
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Whereas the findings of Ellis’ (1984c¢) study in cate that instruction had no overall effect on
the production of WH questions, the results of Weslander and Stephany’s (1983) study
suggest a positive effect for formal instruction on children with limited English proficien

in Grades 2 to 10 in public schools in fowa. Ellis (1990:131) points out that the positive
effects for instruction were strongest at lower levels of proficiency in the first y £
schooling and diminished in subsequent years. The findings of this study contrast with the
results obtained by Hale and Budar (1970) included in Long’s review. The results of Hale
and Budar’s study suggested a negative effect for formal instruction as the study indicated that
learners who spent two or three periods each day in special Teaching English as a $ d or
Other Language (TESOL) classes were being harmed rather than helped. Howe r, the
results obtained by Ellis and Rathbone (1987) also suggest a positive effect for instruction.

The effects of class attendance on the levels of learning achieved by adult learners of L2

lan were examined.

Spada’s (1986) study provides new insights in the investigation of the effect of formal

instruction on the rate and level of SLA. Whereas the studies examined by Long in his
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review compared the effects of instruction with the effects of exposure, Spada set out to
investigate whether there Was any interaction between type of contact and type of instruction.
The effects of instruction and exposure in 48 adult learners enrolled in an intensive six-week
ESL course in Canada were examined. She concluded that contact was a less e 1l
predictor of differences in learners’ second language abilities than instruction. Spa  also
found that instruction based on direct intervention in grammar and literacy worked better than
instruction based on indirect intervention when the learners had opportunity for tiful
informal contact outside the classroom. An important implication of this study is that learners
require both formal instruction and informal exposure, and that a combination of the two

works better than either the one or the other.

4.2.2 A Critical Discussion of the Studies

Although Long’s (1983b) review has been widely cited to demonstrate that formali  -uction
has a positive effect on SLA, Ellis (1990:132-133) offers the following points of critique.
He firstly criticizes many of the studies for failing to control for overall amount of ¢c¢  >ined
contact and instruction. The results obtained by some studies which show that instruction as
more important for learning than contact, migﬁt reflect greater overall opportunity for
acquisition inside and outside of the classroom. If such studies are excludedont g1 nds
of this design flaw, the number of studies in Long’s original review which unamt’ ly

show that instruction has a positive effect on SLA, is reduced to two.

Secondly, an intervening variable not considered by Long, but by Krashen, Jones, Zelinski

and Usprich (1978), is the learners’ motivation. Students who are highly motivated to le n
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are likely to enrol for classes. The positive effect found for instruction may therefore sir  ly
reflect stronger motivatioﬁ on the part of the classroom learners. Thirdly, a serious 1t of
critique raised by Ellis (1990:133) concerns the assumption made by the authors of all the
studies reviewed by Long that the amount of formal instruction experienced by learners can
be equated with the number of years spent in the classroom. None of the studies obtained
any data about the nature of the classroom processes which took place in the na1  of
instruction. It can, therefore, not be taken for granted that instruction was actually form-

focused.

It is also not clear whether formal instruction was considered as direct intervention in
interlanguage development or as "interaction". Ellis (1990:133) explains this point of critiq
as follows: "the positive effects of instruction derived not from the fact that learr s w

focusing on form but from the communicative properties of the interactions which o  1rred”.

Long, being aware of the problem, seeks to immunize against it by érguing that there is
evidence which suggests that instruction is beneficial even in settings where the learners have
ample opportunity for negotiation of meaning outside the classroom, i.e. in acquisition-rich
environments. This indicates that the instruction worked, not because it provided
comprehensible input, but because it required learners to focus on form. However, counter-
arguments to this claim are that the so-called acquisition rich environments were not so rich
after all and that learners were able to "let in" more input in a classroom context

felt more secure and more relaxed than in face-to-face interaction with native speakers in

naturalistic settings.
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Despite these points of critique, it can be assumed that formal instruction promotesra  and
higher levels of acquisition. Long’s review and the subsequent studies quoted in this
discussion provide tentative support to this claim. It has also been suggested t : formal

instruction may work best when there are also opportunities for informal language use.

However, no information has been provided about the effects of formal instruction on the
process of classroom language learning. The next section will concentrate on experimental
studies of the effects of formal instruction, as the studies are particularly relevant to the

present study, especially in their design and purpose.
4.3 Experimental Studies of the Effect of Instruction
4.3.1 A Review of the Studies

Experimental studies share a common design, although they may investigate differ  aspects
of formal instruction. All of these studies examine whether explicit instruction directed at
feature X results in X being acquired. Ellis (1990:146) describes the pattern follow  in the
design of these studies. The learners’ existing second language knowledge is 1 1s :d by
means of a pretest. The "treatment” follows in the form of instruction focusing on 0  or
more specific linguistic features. This usually takes place in the learners’ normal classroom

ting. A posttest is then administered to determine what gains in knowledge have taken
place. In some studies, a further posttest is administered some time later in order to establish

whether any gains identified by the first posttest are durable.
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4.3.1.1 An Accuracy Study

Kadia’s (1988) study reported in Ellis (1990:151) examined whether formal instruction was

successful in helping a Chinese student at the University of Toronto to avoid errors in the

placement of pronominal direct objects (e.g. "Last time I show Beth it"/"He to

ill call up me this evening").

The pretest consisted of a substitution task and a

grammaticality judgement task. Forty minutes of formal instruction, which consisted of

formal explanation and drill, was provided. The subject was observed in informal contexts

for nine weeks following the instruction. A posttest, similar to the pretest, ‘was administered
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two months after the instruction. Kadia found that the instruction had no real ¢ -t
subject’s spontaneous language production, but there was some evidence that t ntrolled

production in the substitution task was aided.

4.3.1.2 An Acquisition Sequence Study

The classroom research carried out by Pienemann (1984) was designed to discover - er
formal instruction is sufficiently powerful to disrupt the sequence of acquisition.

(1990:152) observes that the major strength of Pienemann’s research is that it is base ‘a
well-defined theory of SLA, the Multidimensional Model, which has enabled him and fellow

researchers to test specific hypotheses.

Pienemann (1984) set out to investigate the four hypotheses of the Multidimensional M. el.

The four hypotheses are:

1. Instruction will not enable learners to acquire any developmental f u
of sequence.

2. Instruction will enable learners to acquire a developmental feature providing
that the processing operations required to produce those features that precede
it in the acquisitional sequence have already been mastered.

3. Instruction directed at developmental features for which the learner is not
ready may interfere with the natural process of acquisition.

4. Instruction will help learners to acquire variational features.

(Ellis, 1990:154-155.)

The subjects of the study were 10 Italian children, aged 7 to 9, who received two weeks of

classroom instruction (including both linguistically focused and communicative exercises) in
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suggests the possibility that the effects of instruction on the acquisition of variable features
is short-lived for at least some learners, by referring to the results reported by Lightbo |

Spada and Wallace (1980) in support of the results of Pienemann’s study.

The third hypothesis is also supported by Pienemann’s study. The results indicate t P
use of the adverb-preposing rule actually fell away for two of the learners as a result f e
instruction on the use of inversion. Pienemann suggests that these two learners dis  rei
through formal instruction, that when they used adverb preposing they should apply
inversion. They were, however, not able to do this, because they were not developmentally
ready. They therefore knew that their utterances containing a preposed ad b -
incorrect, which led them to withdraw the use of this rule in order to avoid producing

incorrect sentences.

Pienemann’s interpretation of these findings is that students can only learn from instruction
when they are psycholinguistically "ready" for it, which accounts for the lear »ili

hypothesis. Larsen-Freeman and Long (1991:307) explain that the "learnability of a structure
in turn constrains the effectiveness of instruction - the teachability hypothesis".
Pienemann’s (1985:37) teachability hypothesis st es that "instruction can only promote
language acquisition if the interlanguage is close to the point when the structure to be taught
is acquired in the natural setting (so that sufficient processing prerequisites are deve  ed)".
Ellis (1990:158) comments that although the hypothesis rules out the that
instruction can help the learner to beat the natural order of developmental features, it does

allow a clear role for formal instruction.
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4.3.1.3 A "Projection” Study

Researchers of "projection” studies have researched the question whether instruction can
activate the projection device. Ellis explains that the learner is credited with a projection
device that enables the acquisition of one rule to trigger the acquisition of all other . s that
cluster with it. The projection device consequently explains “"why learners are able toa  ui

a language quickly despite the immense complexity of the task and the relative poverty

input they experience" (Ellis, 1990:159).

Zobl’s (1985) study supports the projection hypothesis, as does Gass’s (1979) study. Zobl
investigated the effects of fifteen minutes of instruction on the acquisition of Engl
possessive adjectives by approximately 40 French-speaking university students in Canada v
where assigned randomly to two groups. Both groups received intensive oral practice
consisting of question and answer, and teacher-correction. The first group received practice
in using possessive adjectives with non-human entities (e.g. "his/her car"); the second group
received practice in using possessive adjectives with human-possessed entities (e.g. "hi er
sister"). Zobl claimed that these two features are implicationally ordered so that  guisition
of the latter (the marked form) would result automatically in the acquisition of the former (the
unmarked form). The experiment supported this claim. The second group of learners

showed gains in both features, while the first group showed gains in neither.

4.3.2 A Critical Discussion of the Experimental Studies

Ellis (1990:151) notes that the accuracy studies suggest the presence of constraints on
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effects that instruction can have on acquisition. The studies by Schumann (1978), Ellis
(1984b) and Kadia (1988)’ indicate, for example, that spontaneous speech production1 -

impervious to instruction. Although three of the studies Schumann (1978), Lightbown et al.
(1980), and Kadia (1988) lend support to the claim that instruction can improve accuracy in
careful, planned speech production, this improvement may disappear over time as more

"natural” processes take over.

The teachability hypothesis which results from research in the sequence of acquisition studies,
has been appraised by Ellis (1990:158) as "the most powerful account we have of how forn
instruction relates to learning”. The clear role assigned to formal instruction is outlis 1 as
follows : firstly, instruction can facilitate natural lJanguage-acquisition processes if it coincides
with when the learner is ready. This facilitation is evident in three different ways : in

speed of acquisition, increased frequency in rule-application, and application of the rule in
a wider ranger of linguistic contexts. Secondly, the teachability hypothesis allows {  the
positive effect of formal instruction on the acquisition of variational features. Ellis
emphasizes the important role of formal instruction in this respect, as it m |

communicative-oriented learners to avoid early fossilization.

Despite the clear role defined for formal instruction in the teachability hypothesis, the m el
and the research that supports it have their limitations. The theoretical basis of the model has
been criticized by Hulstijn (1987) for not setting quantitative or qualitative crit iz d
when judging whether a specific operation has been acquired. The empirical research upon
which the hypothesis is based is also still very limited. Van der Walt (1993:43) argues that

Pienemann’s proposals require teachers to construct teaching programmes tailored to the
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psycholinguistic needs of individual learners, something which is "completely unr istic

this stage".

The "projection” studies indicate a complex relationship between formal instruction a
acquisition. Ellis (1990:160-161) draws some tentative conclusions from the studies.
Instruction can result in learners acquiring not only those features that have been taught, b
also other features that are implicationally associated with them. Instruction in marked
features may furthermore result in learners’ simplifying their interlanguages, w reas

instruction in marked features aids the process of complexification.

On the whole, the experimental studies provide convincing evidence that instruction can have
a direct effect on the acquisition of specific linguistic features. The value of the researct ‘es
in suggestions made about the conditions that have to be met for formal instruction to

effective, as well as the conditions under which instruction will prove most effective.
However, Ellis (1990:161) also draws attention to 1e evidence provided that the effects of
formal instruction can wear off in time, and suggests that "although instruction may L*"Jass

natural processing mechanisms in the short term, these will eventually reassert themselves®.

4.4 Recent Instructed Second Language Acquisition Research on Formal Instruci n

Despite the above discussion which indicates that a positive effect has tentatively
identified for formal instruction in the experimental studies, there is still no consensus as to
the interpretation of these studies. Krashen (1993:725) continues to interpret ISLA-research

findings from a non-interface position where learnt competence does not become acquired
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competence, as his following statement in a recent article testifies : "I remain unrepentant.
In my view, the research says that the effects of direct instruction are typically short lasting
and do not become part of acquired competence. The effects of grammar teaching still

appear to be peripheral and fragile."”

Krashen expresses this viewpoint in reaction to an article by Lightbown and Pienemann
(1993:717-721). They view SLA from an interface position where learnt competence ¢

become acquired competence because "’seepage’ from one knowledge type to the ot r
occurs" (Ellis, 1985:234). Following an interface position, Lightbown and Pienemann
(1993:718) offer their hypothesis that "while comprehensible input is an essential part of the
learning environment, it will not always be sufficient to bring about developmental change

inci  sed accuracy, even when learners are in supportive environments". To rei ce

claim, they stress the value of form-focused instruction to bring about changes in
interlanguage and in situations where learners might require focused instruction to further

their language acquisition.

A case in point which illustrates the positive role emerging for formal instruction in recent
studies is a description of two form-focused experimental studies in Lightbown and Spada

(1993:99-100).

In the experimental studies, the effects of form-focused instruction and correct  fe
on two particular linguistic features were examined: adverb placement and question
formulation. In the first study, White (1991) selected adverb placement for investigation

because English and French differ with regard to the positions in which adverbs can be placed



61

in sentences. The hypothesis was that learners would persist in using adverb placement rules
from French if they were ﬁot explicitly told how rules for adverb placement differ in English
and French. Questions were selected for the second study because they have been¢ n rely
investigated in the literature and considerable comparison data are available, particularly* h

regard to acquisition sequences.

Both the experimental and comparison groups were tested before the experime b 1
(pretest) and both groups were tested again when the eriod of special instruction had ended
(posttest). The experimental groups received approximately eight hours of instruction over
a two-week period. This included explicit teaching of the grammatical rules associated wi
each structure as well as corrective feedback. The teachers of the experimental groups v e
provided with a package of teaching materials and a clear set of procedures to fol
comparison group teachers were asked to teach a different structure, one which was not the
focus of the experiment, so that the comparison group learners would be familiar with the
tasks and activities that were used in the testing procedures. The studies included im diate,
delayed, and long-term/follow-up posttests. For the adverb study the test ks were wi en,

and in the question formation study the tests include both written and oral tasks.

The results of the adverb study revealed that learners who received instruction on adverb
placement dramatically outperformed the learners who did not receive instruction on ad  bs.
This was found to be the case on all tests in both the immediate and delayed tests
(immediately following instruction and six-weeks later). In the follow-up tests a year later,
however, the gains made by the learners who had received the adverb instruction had

disappeared and their performance on this structure was like that of uninstructed learners.
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The results of the question formation study revealed that the instructed group made
significantly greater gains than the uninstructed group on the written tasks imn lia y
following instruction. Furthermore, it was found that the instructed learners maintained their
level of knowledge on later testing (six weeks and six months after instruction). It was also

found that a focus on form contributed to improvements in oral performance on qQ stios

Analysis of classroom language showed that adverbs are very, very rare in classroom ,
giving learners little opportunity to maintain their newly acquired knowledge th h
continued exposure and use. In contrast, there were hundreds of opportunities to hear and

use questions every day in the classroom.

The findings of a recent experimental study by Doughty (1991) also show formal ir

to have a positive effect on the rate of acquisition of second language relativization. Doughty
has set out to overcome some of the limitations in earlier experimental studies criticized 1
Krashen (1993:724) and Ellis (1990:161) while she conducted the experiment. The following
shortcomings were addressed: inappropriate or inadequate research design; failure to
operationalize or describe the instructional treatment; and the choice of second language
assessment measures in order to make out a more substantiated, and therefore more
convincing case for the effectiveness of second language instruction. Van der Walt: )93:44)
regards her study as a successful attempt because it is a rigorous study which "co TS
experimental control and differentiation of exposure and instruction, operationali
instructional procedures and contains a principle materials development based on SLA

theory".
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The subjects of Doughty’s (1991) experimental study were 20 international students (10 male,
10 female) studying Engiish as a second language at the middle proficiency levels of an
intensive English institute in Philadelphia. The primary criterion in selecting subjects was
that they had little knowledge of English relativization. The design of the study includec

experimental groups which were exposed to either relative clauses plus meaning orier 1
treatments or to relative clauses plus rule-oriented instructional treatments. A control group

participated in the exposure-only control treatment.

The results in Doughty’s (1991) study show that bot instructed groups improved significar -
more than the control group that also experienced some gain in relativization ability.b The
improvement in the experimental groups was attributed to the instructional techniques at
brought the features of relativization into prominence. The meaning-oriented tre:

also shown to better facilitate comprehension than was the case in either the rule-oriented or
control conditions. Doughty attributes this result to the apparently successful combination
of a focus on meaning and a focus on form treatment. The overall conclusion of the study
is summarized in the heading of Doughty’s (1991:431) article : "Second-language instru on
does make a difference”. Her study demonstrates that formal instruction does not only 1 ke
a difference, but a significant difference at that. Doughty’s (1991) study furthermore serves
as an example of recent studies which are methodologically more sound. The results of the

study therefore give a more reliable indication of the role of formal instruc n.

A recent, methodologically sound study by Allen (1992) investigates the relationship between
actual instructional processes and the development of communicative competence. Allen’s

study is relevant to the present examination of the role of forn i m ~ in the
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Communicative Approach. Very little research has, according to Allen (1992:1), been
carried out in communicative language teaching (CLT). A major difficulty in systematic
classroom-oriented research has been identified by Allen (1992:1) as "the rudimentary nature
of communicative language teaching theory”. Allen addressed this problem in his
experimental study by using the term analytic to refer to a formal approach and &t t m

experiential to refer to a functional approach.

Eight grade II core French classes were selected from the Metropolitan Torc

boards. The average class size consisted of approximately 23 English speaking students. The
classes were firstly ranked according to a Communicative Orientation of Language Teaching
(COLT) observation scheme. Two classes were ranked in the experiential group (Type E)
and six classes in the analytic group (Type A). On a weekly basis, all classes received two

hundred minutes of instruction.

Some of the findings of Allen’s (1992) extensive study which are particvlarly relevant to the
empirical investigation in this study, are the differences found between Type A and Type E
classrooms in the use of instructional features, and the most successful learning activities
identified for the development of communicative competence. The following differences

between Type A and Type E classrooms were reported by Allen (1992:7):

Type A classrooms made significantly more use than Type E classrooms of the
following features (S = students):

topic control by teacher

minimal written text (S)

minimal utterance in spoken interaction (S)
reaction to code rather than message (S)
restricted choice of linguistic item (S)
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Type E classrooms made significantly more use than Type A classrooms of the
following features (T = teacher, S = students):

topic control by student

extended written text (S)

sustained speech in spoken interaction (S)

reaction to message rather than code (T,S)

topic expansion (S)

use of student-made materials
The most successful activities in the core French classrooms appeared to include a mi |
of analytic and experiential features. Although Allen’s (1992) study indicates . F

teachers need to devote more time to experiential activities, he holds that forr  instruction

should not be abandoned.

4.5 Conclusion

Different theoretical frameworks for the investigation and interpretation of SLA have offered
different appraisals of the evidence provided by ISLA-research about the relation between
formal instruction and SLA. Krashen, interpreting research evidence from a non-inter :e
position, remains sceptic about the effect of formal instruction on SLA by allowing nothing
but a peripheral role for conscious learning in his Monitor Model. Ellis (1985:244) clariﬁes
the link between the code-communication controversy and the non-interface and interface
position as follows: "Wher  the non-interfa pos i ¢ Hhasises =~ = imj :

communication and minimises the importance of the code, the interface position asserts the

contribution of the code".

A more positive and complex role has, then, tentatively been awarded to the relation betwe

al instruction and SLA by researchers interpreting ISLA-research evidence from an
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interface position. Research reviews of Ellis (1990), Larsen-Freeman and Long (1991),
der Walt (1993) and Lightbown (1985) have come to the overall conclusion that {1 r

instruction does contribute to SLA.

Larsen-Freeman and Long (1991:321) conclude that formal instruction clearly = ;i iitive
effects on the rate at which learners acquire the language and probably beneficial effects
their ultimate level of attainment. Ellis (1990:171) confirms their conclusion by report
that learners "who receive formal instruction outperform those who do not by learning more

rapidly and by reaching higher levels of ultimate achievement”.

The need for greater rigour in conducting future ISLA-research has been emphasized by
- research reviewers and has been shown to be of central concern to researchers themsel ;,
as illustrated in the study of Doughty (1991). Larsen-Freeman and Long (1991:3. indi e
the various conditions to be met for more precise scientific investigations of SLA. Sul cts
need to be carefully chosen; standard procedures in their (random) assignment to treatments
should be followed; control-groups need to be employed; and aspects of the second-language

which are "learnable” at the time instruction is provided, should be selected for 1 :hing

experiments.

Although more clarity has been obtained about the role of formal instruction in ISLA-r  :arch
in some recent studies, the question whether formal instruction should be included in CLT
remains a controversial issue among researchers and teachers. The code-communication

dilemma therefore needs to be investigated empirically in chapter 5.
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CHAPTER 5

FORMAL INSTRUCTION IN THE COMMUNICATIVE APPROACH : AN

EMPIRICAL INVESTIGATION

5.1 Introduction

The present investigation was conducted to determine whether the positive role ident 1
formal instruction in the foregoing survey of ISLA-research can be empirically confirr
within the particular framework of this study, namely the Communicative Appro 1. The
method of research followed in the empirical investigation is described in this chapter and the

next chapter offers an analysis and interpret on of the results of the investigation.

The method of research employed in the present study is discussed under six main headings:
study population, variables, instrumentation, instructional treatments, data >tion

procedure, and design and analysis. The aim of this particular chapter is, therefore, to

discuss:

* the characteristics of the study population,

* the measuring instrument that was used in the study,

* the methodology followed in the instructional treatments,
Tk the procedure followed in the collection of data, and

* the design and statistical analysis techniques used in this study.
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5.2 Study Population

The study population consisted of Afrikaans (native language) Std 9 pupils, who took E1  ish
as a second-language on Higher Grade (HG) and on Standard Grade (SG) level in a typi

Afrikaans high school.

The 40 subjects of the study population were selected from the four classes in the Std

taught by the teacher/researcher. Ten pairs of pupils matched in their English profic icy
level, which was correlated to their English promotion mark of the previous year, ' re
selected. The proficiency level of both experimental groups were on par (x; = 59,7 and x,
= 59,95). These two pairs of pupils consisting of an equal number of boys and girls 1d
ranging in age from 15 to 17 years, were then randomly assigned to the experimental and
control groups. The experimental group therefore consisted of 20 subjects in two classes and
- the 20 subjects of the control group also in two classes. The presence of the subjectsin m e
than one class increased the reliability of the experiment by controlling for po ble

inconsistency in the teacher/researcher’s performance.
5.3 Variables

The independent (predictor) variables are: Formal instruction in Group One a " { il

Approach in Group Two.

The dependant (criterion) variable in this study is proficiency in the use of the present and

past perfect and perfect continuous tenses.
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5.4 Instrumentation

One paper-and-pencil instrument was used in this study:

A discrete point and integrative grammar test for determining proficiency int use

of the present and past perfect and perfect continuous tenses.

In the following section the measuring instrument is described.

5.4.1 Grammar Test

5.4.1.1 Description

The grammar test on the present and past perfect and perfect continuous tenses is a it
compiled by the teacher/researcher. The test (cf. Appendix D) consists of 4 questions based
on 4 communicative situations which arise from the same theme. The first three que )ns
are discrete-point tests at a fairly advanced level, testing pupils’ knowledge of using (Question
1), and manipulating (Questions 2 and 3), the present and past perfect and present and past
perfect continuous tenses in English. Question 4 is an integrative test which requires a logical
sequencing of events by using the past perfect and past perfect continuous tenses in relating
an incident. The pupils’ proficiency in using these target grammatical I

communicative purposes was therefore tested.

The total score of the test was 30 points and the time allocated for the completion of the test
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incorporated in the questions which were also couched in a communicative style.

5.5 Instructional Treatments

Two instructional treatments were administered in this study. The subjects in the first
experimental group received formal instruction and the subjects in the second experir

group followed the Natural Approach. Both groups, however, received instructional
treatments within the general framework of the Communicative Approach (cf. 3.3). Before
the procedures followed in each group are discussed, the purpose for using the same text-

based materials as the major source of written input for both groups needs to be explained.
5.5.1 Text-based materials used in both groups

The successful administering of instructional treatments in a study conducted within the
framework of the Communicative Approach depends to a large extent on the
teacher/researcher’s selection of instructional materials. Richards and Rodgers (19 = ))
point out that "practitioners of Communicative Language Teaching view materials as a way
of influencing the quality of classroom interaction and language use. Materials ... have e

primary role of promoting communicative language use".

The teacher/researcher chose two short stories (cf. Appendix D and E) from the Std 9 pupils’
prescribed collection of short stories (Anderson and Shepherd, 1990). Both short stories
offered grammatically rich input for the intended instructional treatments. The first short

story, "Shadows on the Wall" exemplified the functional use of the present and st perfect
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tenses. The contrasts in tenses were also structurally significant to the short story as they
provided the cyclic structure of the story. The second short story, "Masilo’s Adventures”,
was chosen for the many examples of the past perfect and some examples of the past perfect

continuous tense offered in the narrative style of the story.

Thematically both stories deal with the topical and universal theme of communicat  1bet

parents and children, a sensitive and problematic issue to many a teenager. The short ¢ ries
were also chosen for the emphasis placed on the value of language as a vehicle of
communication. The strong presence of the target grammatical structures in the text also
afforded opportunities for the realization of a mediation and medium view of language within
the teaching situation. The role of the teacher as educator in CLT comes to the f : in
helping pupils to cope with sensitive relationships at home by providing examples from
literaturé to serve as a springboard for further, often therapeutic discussions with their peers,
or even with the teacher. The role of the teacher as educator in CLT is described by Van der
Walt (1990:31) in the following way : "the teacher in a state school is an educator in the first
place, and although his aim in teaching a second language may be the communicative
competence of the learner, he must also bear in mind that the course is part of the learner’s

education and must contribute to his development in general”.
5.5.2 Theoretical Bases of the Instructional Treatments
Two different theoretical perspectives were adopted by the teacher/researcher for the two

kinds of instructional treatments followed respectively in Group One and in Group Two. The

specific theoretical perspective adopted for Group One is an interface position to language
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learning based on Sharwood Smith’s (1981:166) full interface model (cf. Fig. 4).

Figure 4 : Sharwood Smith’s Full Interface Model
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According to Ellis (1985:235) this model accounts for the role of formal instruction in S

Sharwood Smith (1981:166) holds that consciousness-raising can take place by means of
formal instruction and that the resulting explicit knowledge is practised until it is automatized.
In Sharwood Smith’s model, the learner can produce L2 output in three different ways: ( )
using only implicit knowledge, (2) using only explicit knowledge, and (3) using both  plicit

and implicit knowledge.

Ellis (1985:236) further describes Sharwood Smith’s full interface model by explaining that
the learner’s own utterances constitute part of the input to the learner’s language learning
mechanisms. The other part of the input is made up by the other speaker’s utterances. The
total input provides information which can lead the learner to alter the composition of either

his implicit or his explicit knowledge, or both.

The theoretical perspective adopted for the instructional treatment of Group Two is a non-



74

interface position based on Krashen’s Monitor Model (cf. Fig. 5). Krashen’s Monitor  odel
(1981:165), on which the second language learning theory underlying the Natural . pr :h

is based, has already been discussed in detail in chapter 3 (cf. 3.4).

F~ re 5 : Krashen’s Non-Interface Monitor Model

"The Monitor’
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5.5.3 Instructional Treatment in Group One

The instructional treatment was administered to the subjects in a quiet, well-lit classroom.
Formal instruction was defined for the particular purpose of this instructional treatment, as
a conscious focusing on the formal characteristics of specific grammatical features selected

for the learner’s attention.

The instructional treatment administered to Group One consisted of the formal instruction of

the present and past perfect and present and past perfect continuous tenses.

In view of the various types of conscious learning (cf. 3.3.4), formal instruction includes the
instruction that results from deductive methods such as the Cognitive Code Method and
inductive methods such as the Audiolingual Method (cf. Appendix A). Notional/functional

concepts were integrated in the formal instruction because the study was conducted within the



75

framework of the Communicative Approach. The instructional treatment was administered
in 14 periods of 35 minutes each, spread over two weeks. A detailed summary of the learner
activities followed in each period by Group One is included in Appendix C. However, a
brief summary of the instructional treatment implemented by the teacher/researcher is offered

in the present discussion for the sake of clarity.

The instructional treatment in Group One focused on the development of the u s’
grammatical competence. Pupils’ attention was continuously drawn to the target grammatical
structures through the implementation of various consciousness-raising techniques (cf. 3.3.5)
by the teacher/researcher. Pupils had to identify, for example, the present and past perfe

tenses in their first prescribed short story "Shadows on the Wall" (cf. Appendix E), after the
rules had been explained to them and hand-outs (cf. Appendix G) of the rules were
distributed to them. Pupils’ attention was also focused on the target grammatical structures
by writing dialogues in which the target structures featured prominently. Additional language
exercises (cf. Appendix H) were also given to them to further rule internalization by means
of practice. The dialogues containing the target grammatical structures were also memorized
and performed orally in pupils’ role play. Pupils’ knowledge of the rules was reinforced
when they had to correct their additional language exercises and edit their written output in

letters and essays that contained the present and past perfect and perfect continuous tenses.
5.5.4 Instructional Treatment in Group Two

The instructional treatment was also administered to the subjects in a quiet, w -lit

n. A rof  “mic s im)° “in © D App Lap; r in



76

Appendix B. The emphasis in the instructional treatment of Group Two falls on natural
communication. No attention was overtly drawn to the presence of the tary § mmatical
structures present in the comprehensible input. In this sense Group Two served as a control
group for Group One, although a particular approach was followed in the instructional
treatment. The teacher/researcher intentiona 7 used the target structures in her speech acts,
especially in the formulation of questions to elicit spontaneous use of the target struct

The instructional treatment was also administered in 14 periods of 35 minutes each, s :
over two weeks. A detailed summary of the learner activities followed in each eriod by
Group Two is included in Appendix C. However, a brief summary of the instructional
treatment implemented by the teacher/researcher is also offered in the present discussion for

the sake of clarity.

The instructional treatment in the Natural Approach focused on the development of ;°
communicative competence. As mentioned earlier in this section, pupils’ attention was ¢
Ol usly drawn to the presence of the present and past perfect and perfect continuous
tenses in the comprehensible input provided to them. Pupils participated in activities in which
mime, gesture and context were used to elicit questions and answers. Their attention was,
for example, focused on the importance of the appropriate use of language to further
communication in "life-line" telephone conversations that simulated real-life situations. This
communicative skill was reinforced by letting pupils devise their own "l "
conversations. Two plastic telephones were used as realia in the role play activities which
followed. Pupils also participated in discussions about the similarities and differences
between teenagers and their parents based on articles in magazines. Pupils participated in

groupwork activities. They devised interviews and questionnaires. These activities
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emphasized sharing information in order to complete a task. Pupils were only ed to

monitor their written output at home for logic and for overall clarity of the messages.

5.6 Data collection procedure

Data collection was conducted by the teacher/researcher, with the co-operation of her t

colleagues who also taught the Std 9°’s. They helped with the handing out of test m  rial,
with the maintenance of discipline and with the marking of their own classes’ answer s zts.
All the administrative requirements for the tests were met and the pupils were se: . in
different classrooms when the tests were written. The practice effect (cf. Brown, 1988:35)
was controlled for by collecting the question papers, as well as the answer sheets,
immediately after the pretest was written. The invigilators also refrained from giving any
explanations of the questions. After the posttest was written, pupils were allowed to keep the
test and the answers were discussed as a remedial exercise. A second posttest schedul to
take place six weeks after the first posttest could unfortunately not be written due to practical

circumstances.

5.7 Design and Analysis

A before-after two-group comparative design was used in this study. The design of the study
is quasi-experimental as the subjects belonged to intact groups. Brown (1988:155) identil
this research design as a typical design for "comparing the performances of students in

naturally occurring classrooms”.
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In the discussion of the results in chapter 7 various statistical concepts are used. The

concepts are the following:

The alpha level (p < 0,05) refers to the probability of chance occurrence. In the analysis
of this study’s results it would mean that the probability is less than 5% that the differences,
if any, within or between groups occurred by chance alone. The alpha level is us ly

at either p < 0,05 or at p < 0,01. For the purpose of the present study, the alphalev v ;

set at p < 0,01.

A t-test for correlated means (cf. Brown, 1988:165) was used to compare the two r in
scores within and between the two groups in order to determine if the mean scores differed

reliably from each other.

Cohen’s (1977:20-27) effect size d was used to determine if there were any practic y
significant differences in the subjects’ proficiency in using the present and past perfect and
perfect continuous tenses. Cohen’s effect size d was firstly used to calculate the difference
between the two mean scores of the pretest and posttest within Group One and within Group

Two. Cohen uses the following scale for the d values:

Effect sizes within groups
Small effect d = 0,15
Medium effect d = 0,35

Large effect d == 0,60
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Cohen’s (1977:20-27) effect size d was secondly used to calculate the difference between the
two mean scores of the pretest and posttest in the two experimental groups. Cohen uses the

following scale for the d values:

Effect sizes between groups

Small effect d = 0,2
Medium effect d 0,5
Large effect d = 0,8

Dreyer (1992:100) stresses the importance of using both statistical concepts in a study because
"not only do these concepts give an indication of the significance of a particular relationship,
or difference, but if researchers/teachers consider applying the findings of a particular study
to the teaching in their classrooms, it would be important for them to know if
relationship, or difference, is also practically significant”. If, for example, a practically
significant relationship is found between formal instruction and proficiency in English in this
study, then teachers might include formal instruction as a teaching method in the
Communicative Approach. However, if the relationship is only statistically signifi 1t, t

effort to include formal instruction might not be a rewarding exercise.
5.8 Conclusion
The method of research employed in the present study was discussed in some detail in an

attempt to address some of the limitations in experimental studies (cf. 4.4), especially failure

to describe the instructional treatment. The statistical techniques to be used in this study were
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discussed briefly in order to facilitate the logical explanation of the results in chapter 6.
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CHAPTER 6

RESULTS AND DISCUSSION OF THE EMPIRICAL INVESTIGATION
6.1 Introduction

The aim of this chapter is to present and discuss the analysed data of the quasi-experim 1

study. This chapter also attempts to address the research questions formulated in ch ter 1:

* Does formal instruction contribute statistically and practically significantly SL

proficiency in the use of the present and past perfect and perfect continuous tenses ?

* What kind of instruction contributes statistically and practically significantly
the acquisition of the present and past perfect and perfect continuous tenses within the

Communicative Approach, formal instruction or the Natural Approach ?
6.2 Description of Results within Groups
6.2.1 Results within Group One
The principal question in this section concerns the difference between the mean perfor ;
in the pretest and posttest of the group that received formal instruction as inst i

treatment. It would seem as if there was an improvement in the pupils’ mean performance

(9,05 to 15,75) on the posttest when compared to the pretest (cf. Table 1).
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Table 1 : Descriptive Data of Group One

GROUP N MEAN (X) SD
Y1E, 20 9,05 3.41
Y2E, 20 15,75 3,46
Note : YIE, = pretest
Y2E, = posttest
SD = Standard deviation

A t-test was conducted to determine if the difference in the mean performance of Gro
One’s pretest and posttest was statistically significant (cf. Table 2). Cohen’s effect size d (cf.
5.7) was used to determine if there was any practically significant difference t  the

mean performances on the pretest and posttest.

Table 2 : Difference between Pretest and Posttest : Group One

MEAN (X) SD t
6,7 3,04 98

p-value d
0,0001™

Statistical Significance Practical Significance

"p < 0,05 * Small effect d =0,15
“p < 0,01 ** Medium effect d = 0,35
™ p < 0,001 "+ Large effect d = 0,6

T p < 0,0001

Note :
) = Standard Deviation
p-value = probability value
t = t-test
d = effect size

The difference in the mean performance between the pretest and posttest was firstly found to

Lo« st ~s it it 0,001). Itd that the probability is L
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1% that the difference occurred by chance alone. Secondly, a significant practical ‘e

(d > 0,6; cf. Table 2) wés found in the comparison of the pretest and posttest of Group One
who received formal instruction. It can, therefore, be assumed that formal instruction
contributes statistically significantly and practically significantly to the acquisition of the
present and past perfect and perfect continuous tenses within the Communicative Approach,

due to a marked improvement in the pupils’ performance.

6.2.2 Results within Group Two

The results of Group Two who followed the Natural Approach seem to indicate at face value
that there was a slight improvement in the pupils’ mean performance (10,9 to 11,8) on the

posttest when compared to their pretest results in Table 3.

Table 3 : Descriptive Data of Group Two

GROUP N MEAN (X) SD
Y1E, 20 10,9 4,26
Y2E, 20 l 11,8 3,77
Note :
YIE, pretest
Y2E, = posttest
SD = standard deviation

A t st was conducted to determine if the difference in the mean performance of Group

Twao’s pretest and posttest was statistically and practically significant (cf. Table 4).






through formal instruction, and Group Two, that focused on natural learning in the Natural

Approach, were statistically significant. Cohen’s effect size d was used to indicate if the

difference in the mean performance was practically significant (cf. Table 5).

Table 5 : Mean Difference between Groups

GROUPS | MEAN (X) SD t p-value d
E, 6,7 3,04 9,8 0,0001"" 1, *+
E, 0,9 2,67 1,5 0,15 0,24+
Diff. 5,8 3,65 7,10 0,0001™ 1,9+

Statistical Significance Practical Significance

p < 0,05 * Small effect d=20,2
“p < 0,01 * Medium effect d = 0,5
™ p < 0,001 **+ Large effect d=0,8
™ p < 0,0001
Note :
E, = Group One (formal instruction)
E, = Group Two (Natural Approach)
SD = standard deviation
t = t-test
p-value = probability value
d = effect size
Diff. = difference between groups

The results of this t-test indicate that the pupils’ performance in Group One was statistically
if 1t (p < 0,001), whereas the pupils’ performance in Group "

significant. A large effect size (d > 0,8), was also established for the pupils’ performance

in Group One. The difference between Group One and Group Two seems to have an

important practical significance (d = 1,9)(cf. Table 5). It can, therefore, be assumed that

for1 " instruction contributes statistically . | practically iificantly more than the Nat
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Approach to the pupils’ proficiency in using the present and past perfect and perfect
continuous tenses in English. It can also be assumed that the positive role hypothesized for

formal instruction (cf. 1.3) has been statistically confirmed.
6.4 Discussion of Results

The results of this study seem to indicate that a. fairly high statistical significance (p < 0,001)
was established for the role of formal instruction in the Communicative Approach to SLA.
The large effect sizes established for the pupils’ performance in Group One within the -oup
(d > 0,6) and between groups (d > 0,8), seem to suggest that teachers might be well
advised to incorporate formal instruction in their teaching of the present and past perfect and
perfect continuous tenses within the Communicative Approach. The small effect sizes
established for the pupils’ performance in Group Two within the group (d > 0,15) 1d
between groups (d > 0,2) respectively, seem to indicate that teachers could incorpo e
Natural Approach in their teaching of the target grammatical structures within the
Communicative Approach, although not to the same extent as formal instruction. ' e
emphasis in CLT, then, fall on formal instruction as a teaching strategy in the Communicative

Approach to SLA.

However, the positive results identified for the role of formal instruction in the present study,
may possibly have been influenced by the fact that this particular Std 9 group

motivated to perform well in all their subjects, including English. Conscious learning which
also demands a considerable amount of effort from the pupil (cf. 5.5.3), would be considered

a ¢* """"nge to ambitious pupils. Practising ta~~"t grammatical structures may become very
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boring to less motivated pupils, even tllqugh these structures are presented in meaningful
contexts. The pupils’ prbﬁciency in e use of the present and past perfect and perfect
continuous tenses in English may possibly be affected adversely. Krashen’s A :ctive F er
Hypothesis (cf. 3.4.1.5) may, therefore, possibly have had an influence on the positive results

of the study.

The longitudinal effect of formal instruction as a teaching technique within

Communicative Approach could not be established. As previously mentio: ) nO
second posttest was administered due to practical circumstances. However, the results of 1e
study seem to have established a positive short-term effect of formal instruction on pupils’

proficiency in the use of the present and past perfect and perfect continuous tenses in Engl™ .
6.5 Conclusion

" Researchers have attempted to address the role of formal instruction in the  de-
communication dilemma (cf. 4.4) since the beginning of the 1970’s. Although the
controversies surrounding the peripheral role of grammar have not yet been resolved, a
positive role for formal instruction has been identified in ISLA-research. The present
empirical investigation of the role of formal instruction in the Communicative Approach has
shown that formal instruction may possibly have an important, as well as significa  effe
on the learner’s proficiency in the use of the present and past perfect and perfect ontin

tenses in English.

With r~~rd to the questions posed in chapter 1 and at the b~~*nni~~ of this chapter, the
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results of the present study indicate the following:

* a statistically significant as well as practically significant contribution of forn
instruction to ESL proficiency in the use of the present and past perfect and rfect

continuous tenses,

* that formal instruction contributes statistically and practically significantly m et 1
the Natural Approach to the acquisition of these specific tenses within

Communicative Approach,

* a minimal practically significant, but not statistically significant contribution of the

Natural Approach to pupils’ ESL proficiency in using the specific tenses.

The findings in this study cannot provide a clear-cut solution to the code-commur ation
dilemma in SLA; ’instead, they point toward evidence that may help solve some of the

controversies about the peripheral role of formal instruction in the Communicative Af  oach.
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CHAPTER 7

CONCLUSIONS AND RECOMMENDATIONS FOR FUTURE RESEARCH
7.1 Introduction

The purpose of this chapter is to provide some tentative conclusions about the role of forr
instruction in SLA within the Communicative Approach. Some implications of the 5 ;
for SLA and second-language teaching are also discussed. Recommendations for futt

research are then indicated.
7.2  Hypothesis

With regard to the hypothesis posed at the outset of this study (cf. 1.3) the followi

conclusions can be drawn:

The results indicate that the formal instruction of grammar contributes statis :ai
significantly more (p < 0,001) than the Natural Approach (p = 0,15) to SLA within the
Communicative Approach. The results furthermore indicate that the formal instruction of
grammar contributes practically significantly more (d > 0,8) than the Natural Approach
(d 0,2) to ™" \ within the ~ mmunicative Approach. Itis, t 1, poss e to acce

hypothesis posed in section 3 of chapter 1.
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7.3 Some Tentative Conclusions and Implications for Second Language Teaching

The findings of this study point toward evidence which identifies a highly significant role for
the formal instruction of grammar in the development of the learner’s grammatical
competence. These findings seem to be in keeping with the positive role identified for formal

instruction in ISLA-research, as the literary survey in chapter 4 has indicated.

However, the tentatively positive outcome of ISLA-research findings which have identified
a significant role for the formal instruction of grammar in SLA, needs to be qualified.
Firstly, the theoretical interpretation of second language learning determines whether formal
instruction is allowed in practice to contribute towards proficiency in English. A r -
interface position which underlies the Natural Approach assigns a peripheral role to forn
instruction. The adoption of this position by teachers mostly seem to result in ii leq
grammatical competence of the second language learner. On the other hand, the tea

adopts an interface position allows formal instruction to contribute toward the devel ‘ment

of the learner’s grammatical competence.

Secondly, the survey of ISLA-research has also qualified the positive effects of formal
instruction by concluding tentatively that formal instruction does not al - acq sition
sequences, that it probably affects SLA proéesses positively, that it contributes to the rate of
acquisition, and that it has beneficial effects on the second language learner’s ult ite level
of attainment. The results of this study confirm the positive contribution of formal instruction
to the rate of acquisition as well as to the accuracy level of the second language learner’s

~~ammatical competence. Second la~~1~~~ teachers could therefore possibly include for
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instruction as a teaching technique in the Communicative Approach for the enefit of their

pupils (cf. 6.4), especially as far as the teaching of tenses is concerned.

The tentative conclusions drawn from this study have focused on the findings related to code
in the code-communication dilemma. Tentative conclusions on the role of natural 1 ng
also need to be drawn in an attempt to offer some evidence which might contribute to  d
solving the code-communication dilemma in SLA. The results of this study seem to ind ate
a minimal practical significance for natural learning in the classroom rou . use in
communication. This finding also seems to be in keeping with other findings in recent ISLLA-
research, such as Allen’s (1992) study (cf. 4.4) which suggests the possibility t  the
analytic, or form-focus, and the experiential, or function-focus, may be complementary.

len (1992:16) suggest that they provide essential support for one another in the classro 1.

These tentative conclusions drawn from the results of the present study and the study of llen
(1992) also seem to be echoed in the conclusion reached by Widdowson on the amalgamation
of the medium and mediation views of communication (cf. 3.3.2). Widdowson (1990:123)
accordingly concludes that language is "a medium for the demonstration of meaningp 2r

but this can only be realised by mediation".

A practical implication of the tentative conclusion drawn from a possible amalgamation of
the medium and mediation views of communication, is the incorporation of dive

techniques. These techniques could, for example, include the use of context-based pattern
drill, explicit rule formulation, noticing, consciousness-raising, problem solving activities and

role play.
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7.4 Recommendations for Future Research

The following research questions could afford more insight in the tentative conch ~ s drawn
about the roles of formal instruction and the Natural Approach in the Communicat

Approach.

* What are the roles of conscious and natural learning in the acquisit n f

communicative competence ?

* What kinds of formal instruction are most effective in SLA ?

* How could Grammatical CR contribute effectively toward SLA ?

7.5 Conclusion

Although the results of this study overall indicate that the formal instruction of grammar can
make a positive contribution to SLA within the Communicative Approach, it is impor 1t to
realise that the conclusions drawn from the results of this study are only tentative. The
questions posed as recommendations for future research indicate that the present study has
possibly raised more questions about the code-communication dilemma in SLA than suggested

tentative solutions.

It would therefore seem appropriate to conclude this study by quoting Lightbown’s

(1985:183) following observation on the significance of language acquisition research to
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teachers: "Language acquisition research can offer no formulas, no recipes, but it is an
essential component of teacher education, because it can give teachers appr 1 e

expectations for themselves and their students"”.



G4
BIBLIOGRAPHY

ALLEN, J.P.B. 1992. Instructional processes and the development of communicative
competence. International Review of Applied Linguistics, 30:1-20.

ANDERSON, J. 1983. The architecture of cognition. Cambridge, Mass. : Har -d
University Press.

ANDERSON, R. & SHEPHERD, V., eds. 1990. Flight : a selection of stories. Cape
Town : Creda Press.

BRIERE, E. 1978. Variables affecting native Mexican children’s learning Spanish as a
second language. Language Learning, 28:159-174.

BROWN, J.D. 1988. Understanding research in second language learning : a te  er’s
guide to statistics and research design. Cambridge : Cambridge University Press.

BRUMFIT, C.J. & JOHNSON, K. 1979. The communicative approach to langu e
teaching. Oxford : Oxford University Press.

CANALE, M. & SWAIN, M. 1980. Theoretical bases of communicative appr: to
second language teaching and testing. Applied Linguistics, 1:1-47.

CARROLL, J. 1967. Foreign language proficiency levels attained by language m: )rs near
graduation from college. Foreign Language Annals, 1:131-151.

CHIHARA, T. & OLLER, J. 1978. Attitudes and attained proficiency in I L : A
sociolinguistic study of adult Japanese speakers. Language Learning, 28:55-68.

COHEN, J. 1977. Statistical power analysis for the behavioural scienc Revis  ed.
New York : Academic Press.

DIRVEN, R. 1990. Pedagogical grammar : state of the art. Mimeograph.
University of Duisburg.

DOUGHTY, C. 1991. Second language instruction does make a difference. Studies in
Second Language Acquisition, 13:431-469.



95

DREYER, C. 1992. Learner variables as predictors of ESL proficiency. Potchefstroom.
159 p. (Thesis (D.Phil.)PU for CHE.)

DULAY, H.C. & BURT, M.K. 1974b. Natural sequences in child second language
acquisition. Language Learning, 24:37-53.

ECKMAN, F., BELL, L. & NELSON, D. 1988. On the generalization of relative clause
instruction in the acquisition of English as a second language. Applied Linguistics, 1 ).

ELLIS, R. 1984b. Can syntax be taught? A study of the effects of formal instruction
the acquisition of WH questions by children. Applied Linguistics, 5:138-155.

ELLIS, R. 1984c. The role of instruction in second language acquisition. (In Singleton,
D. & Little, D., eds. Language learning in formal and informal contexts. Dublin : IRAAL).

ELLIS, R. 1985. Understanding second language acquisition. Oxford : Oxford University
Press.

ELLIS, R. 1990. Instructed second language acquisition : learning in the classroom.
Oxford : Basil Blackwell.

ELLIS, R. & RATHBONE, M. 1987. The acquisition of German in a classroom ¢ text.
London : Ealing College of Higher Education.

FATHMAN, A. 1975. The relationship between age and second language prod
ability. Language Learning, 25:245-253.

FATHMAN, A. 1976. Variables affecting the successful learning of English asa s nd
language. TESOL Quarterly, 10:433-441.

GASS, S. 1979. Language transfer and universal grammatical relations. Lang
" arning, 1:327-344.

GREGG, K. 1984. Krashen’s monitor and Occam’s razor. Applied Linguistics, 5:79-100.

HALE, T. & BUDAR, E. 1970. Are TESOL classes the only answer? Modern Language
Journal, 54:487-492.



96

HENRY, A. 1986. Linguistic theory and second language teaching. Paper given at CILT
workshop on acquiring language and learning languages. Cumberland Lodge. Windsor Great
Park.

HULSTIJN, J. 1987. Onset and development of grammatical features : two approaches to
acquisition orders. Paper given at Interlanguage Conference. Trobe University : Melbourne.

HYMES, D. 1972. On communicative competence. (/n Brumfit, C.J. & Johnson, K., eds.
The communicative approach to language teaching. Oxford : Oxford University Press, p.
5-24.)

KADIA, K. 1988. The effect of formal instruction on monitored and spontaneous
naturalistic interlanguage performance. TESOL Quarterly, 22:509-515.

KILFOIL, W.R. 1990. Grammatical consciousness-raising : a problem-solving, pr ess-
focused approach. Per Linguam, 6:19-24.

RASHEN, S.D. 1981. Second language acquisition and second language lear 1g.
Oxford : Pergamon Press.

KRASHEN, S.D. 1982. Principles and practices of second language acquisition. xf 1 :
Pergamon Press.

KRASHEN, S.D. 1985. The input hypothesis : issues and implications. I.¢ ion :
Longman.

KRASHEN, S.D. 1993. The effect of formal grammar teaching : still peripheral. = SOL
Quarterly, 27:722-725.

KRASHEN, S.D. & SELIGER, H. 1976. The role of formal and informal linguistic
environments in adult second language learning. International Journal of Psycholinguistics,
3:15-21.

KRASHEN, S.D. & TERRELL, T. 1984. The natural method : Language acquisition in
the classroom. Oxford : Pergamon.

KRASHEN, S.D., SELIGER, H. & HARTNETT, D. 1974. Two studies in adult second
language learning. Kritikon Litterarum, 3:220-228.



97

KRASHEN, S.D., JONES, C., ZELINSKI, C. & USPRICH, C. 1978. How important is
instruction? ELT Journal, 32:257-261.

LARLLN-FRL_MAN, D. & LONG, M.H. 1991. An introduction to s )nd langu :
acquisition research. London : Longman.

LEECH, G. & SVARTVIK, J. 1975. A communicative grammar of English. Harlow :
Longman.

LIGHTBOWN, P. 1985. Great expectations : second language acquisition research and
classroom teaching. Applied Linguistics, 6:173-189.

LIGHTBOWN, P. & PIENEMANN, M. 1993. Comments on Stephen D. K ; ’s
"Teaching issues : Formal grammar instruction". TESOL Quarterly, 27:717-722.

LIGHTBOWN, P. & SPADA, N. 1993. How languages are learned. Oxford : Oxford
University Press.

LIGHTBOWN, P., SPADA, N. & WALLACE, R. 1980. Some effects of instruction on
child and adolescent ESL learners. (In Scarcella, R. & Krashen, S.D., eds. 1980. Re¢ ar
in Second Language Acquisition. Rowley; Mass.: Newbury House).

LONG, M. 1983b. Does second language instruction make a difference? A revie of the
research, TESOL Quarterly, 17:359-382.

MASON, C. 1971. The relevance of intensive training in English as a foreign langua
university students. Language Learning, 21:197-204.

McLAUGHLIN, B. 1987. Theories of second language learning. London : Edward Arnold.

PIENEMANN, M. 1984. Psychological constraints on the teachability of languages.
Studies in Second Language Acquisition, 6:186-214.

PIENEMANN, M. 1985. Learnability and syllabus construction. (/n Hyltenstam, K. &
Pienemann, M., eds. Modelling and assessing second language acquisition. Clevedon, Eng.:
Multilingual Matters).

RICHARDS, J.C. & RODGERS, T.S. 1986. Approaches and methods in language
teaching : a description and analysis. Cambridge : Cambridge University Press.



98

RIVERS, W.M. 1981. Teaching foreign language skills. 2nd ed. Chicago : University of
Chicago Press.

RUTHERFORD, W.E. 1982. Functions of grammar in a language teaching syllabus.
Language Learning and Communication, 1:231-260.

RUTHERFORD, W_E. 1987. Second language grammar : learning and teaching. Lo on :
Longman.

SAS INSTITUTE INC. 1985. SAS User’s Guide: Basics, Version 5 Edition. Cary, =:
SAS Institute Inc.

SCHMIDT, R.W. 1990. The role of consciousness in second language learning.
Linguistics, 11:129-158.

SCHUMANN, J. 1978. The pidginization process : a model for second lar~i~-
acquisition. Rowley, Mass.: Newbury House.

SHARWOOD SMITH, M. 1981. Consciousness-raising and the second language I ner.
Applied Linguistics, 11:159-168.

SPADA, N. 1986. The interaction between type of contact and type of instruction : some
effects on the L2 proficiency of adult :arners. Srudies in Second Language Acqu
8:181-200.

b

STERN, H.H. 1983. Fundamental concepts of language teaching. Oxford : Oxford
University Press.

TERRELL, T.D. 1991. The role of grammar instruction in a communicative approach. The
Modern Language Journal, 75:52-63.

Ul "HUR, J. 1968. Four periments on the relat | between fore” t hi
learning. Language Learning, 18:111-124.

VAN DER WALT, J.L. 1988. Interlanguage studies and formal instr |
language teaching and acquisition. South African Journal of Linguistics, 6:1988.

VAN DER WALT, J.L. 1990. The role of the teacher in communicative language teaching.
Journal for Language Teaching, 24:28-40.

VAN DER WALT, J.L. 1993. The role of gri  nar in English second language learning
and teaching. Pretoria : Human Sciences Research Council.



99

VAN EK, J.A. 1976. Significance of the threshold level in the early teaching of m ern
languages. Strasbourg : Council of Europe.

WESLANDER, D. & STEPHANY, G. 1983. Evaluation of an English as a second
language program for southeast Asian students. TESOL Quarterly, 17:473-480.

WHITE, L. 1993. Adverb placement in second language acquisition : some effects of
positive and negative evidence in the classroom. Second Langua  Research, 7:133-161.

WIDDOWSON, H.G. 1978. Teaching language as communication. Oxford : xi 1
University Press.

WIDDOWSON, H.G. 1990. Aspects of language teaching. Oxford : Oxford University
Press.

WILKINS, D.A. 1972. The linguistic and situational content of the common core in
unit/credit system. Ms. Strasbourg : Council of Europe.

WILKINS, D.A. 1976. Notional Syllabuses. Oxford : Oxford University Press.

ZOBL, H. 1985. Grammars in search of input and intake. (In Gass, S. & Madd , C.,
eds. Input in second language acquisition. Rowley, Mass.: Newbury House.)



100
SUMMARY

The role of grammar in second language teaching has changed drastically in t st fifty
years. The central role of grammar as the organizing principle in the Grammar-Translati

Method, the Audiolingual Method and the Cognitive Code Method, has chan; 1 to a
peripheral role with the advent of the Communicative and the Natural Approaches. The
amalgamtion of the latter approaches has led to the claim of banning all formal gramr

teaching from the curriculum. The introduction of natural learning in the second langu e
classroom through use in communication was favoured instead. The confusion caused -
changed perceptions of second language acquisition (SLA) is known as the ¢ e-

communication dilemma.

A whole body of research was launched in the field of instructed second language acquisition
(ISLA) to address the code-communication dilemma which has become a major concern to
second language teachers in the past twenty years. However, very little research on the it 3
of formal instruction in the Communicative Approach has been conducted at senior s inda

level in English second language classrooms in South Africa.

Therefore, this study offers an empirical investigation of the role of formal instruction in the
development of pupils’ proficiency in the use of the present and past perfect and perfect
continuous tenses in English. A review of literature which deals with the teaching of
grammar in major methods and approaches, as well as a survey of ISLA-research on the role

of formal instruction, preceeds the empirical investigation.

The results of the study seem to indicate a significant role for formal instruction. E: lish
second language teachc who follow the Communic ive Approach may, then, find itw th
w le to im) :ment formal instruction to develop their pupils’ proficiency in the ¢

tenses in English.
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Contextualization
- The written implementation of grammatical structures in communijcative activities, e.g. the
letter writing of an informal letter to a friend complaining about the lack of ¢ 1 tion

between the teenager and his parents.
Editing

- Done orally and in writing by the teacher and the students in their groups and in pairs.
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- TECHNIQUES APPLIED IN FOLLOWING THE NATURAL APPROACH
. Comprchensible Input
* Presentation of comprehensible input in the target language at x + i lev by

teacher/researcher maintaining a constant flow of information containing the target grammatical
structures to be acquired. Howcver, no conscious attention was paid to grammatical features.

. Command based activities from Total Physical Response (TPR).
. Direct method activitics in which mime, gesture and context were used to elicit questions and answers.
. Group-work activitics emphasizing sharing information in order to complete a task, c.g. the con  ion

of a questionnaire.

. Role Play
* Intervicws were held between counsellors and teenagers, famous film stars, etc.
. Monitoring
* Pupils were only cxpected to monitor their writtcn output.
. Discussions
* Oral production activitics.
. Articles
* Additional texts were discussed to provide acquisition-rich input. The teacher deliberately used

the target grammatical structures frequently in her output.
. Creative Production

* Writing a story; compiling a questionnaire; compiling an interview.
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PERIOD FORMAL INSTRUCTION NATURAL APPROACH

Xt Editing: Pupils edited one another’s stories in Pupils told stories to class, con
groups. Group leaders corrected weaker pupils® communicative skills, such as ¢ "
grammatical errors, concentrating on perfect and drama  ion, etc. Best story n )e
perfect continuous tenses after conscious repetition and stored in media centre for tuture reference.
and explanation of rules by teacher. Entcred essays Pupils entered stories into books at home, use
into books, underlined tenses and time-words. of Monitor to edit their stories before entering

them into books.
X Questionnajres: Personalisation: Pupils compiled Questionnaires: Personalisation: Pupils

their own questionnaires in pairs, consciously using
grammatical structures to set questions. Perfect and
perfect continuous tenses incorporated in questions
provided as guidelines. Responses had 19 contain the
same tenses. Pupils edited for tense errors.
Conscious focusing on grammatical structures. Oral
error-correction done by class when pupils read
answers 1o qucstionnaires in class.

compiled own questionnaires in s.
Although guiding questions contained perfect
and perfect continuous lenses answern not
need to reflect tenses &s attention was not
drawn to grammaltical structures. Answers
could be fictitious so as not to influence
affective filtcr negatively. Answers
questionnaires: read aloud to class. Responses
evaluated by class according to aptness and
creativity of answers.
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ENGLISH SECOND LANGUAGE

COMMUNICATIVE COMPETENCE AND LANGUAGE USAGE

sTD 9 HG TIME: 25 minutes

DATE: TOTAL: 30

QUESTION 1.

The above situvation may seem rather familiar to you. Let the followihg

1 ! i v L.ar ) by writing down tl cor: : 1
word printed in bold. You only need to write down the correct form of
the word next to the corresponding number on your answer sheet.



Father: I 1. study your report for guite a while, but I still can't
understand why your average 2. drop so much since last term.
That's why I called you.

Son: As you've noticed Dad, I 3. not miss a single day at school
since the beginning of this term. You must admit I 4. try
very hard so far. T

Father: Yes, so I 5. notice, then tell me what on earth 6. you do
at school for the last couple of weeks?

Son: I guess I 7. not pay as much attention in class as I should
have. We 8. practise hard for rugby lately and I was too tired
to concentrate on what the teacher was saying.

Father: That is no excuse! How many times I 9. tell you that life is
not a game. As from today you will simply have to take your
work as seriously as yocu 10. take your rugby up to now, or « se
you will have to gquit playing—;aaby.

Son: Please, Dad. Don't do that to me! I know I ll. not e it
my weight for the last week or two, but I promise I will snow
you a better report next time.

Father: You 12. have better!

10

15

L2)

QUESTION 2

You are upset because your father doesn't seem to understand how important
rugby 1is to you. You decide to call one of your team-mates, who is also
your best friend. You complain about the lack of communication between you
and your father. Report to him what' your father had told you about the
possibility of your having to guit playing rugby.(ll. 12-15).Begin your report
as follows: My dad didn't want to accept any excuses. He wanted to Xnow
how many times he ........

QUESTION 3

The telephone call to your friend has not really made you feel any better -
he also complained about his father's lack of understanding. You finally
decide to be honest with yourself and you enter the following conclusions
in your diary. Jot down the guestions you have asked yourself to reach the

conclusions.

1 I have been blaming my dad for my weak results.

2 I haven't been serious about my work.

3 Since I started practising rugby, I haven't spent any time with dad.
4 I have decided to try my ' :y best at schc . and to tell o1 -

ever I am really upset about something.

QUESTION 4

The next ﬁorning you feel like telling your mother about what has happened
the previous day. Inform her in not more than four sentences, starting
with "Yesterday", and using after and as soon as in your story.

(3)
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DIX E

Shadows o.. the Wall

Charles Mungoshi

Father is sitting j  inside the rthe Hdor and I am sitting far across
the hut near the opposite wall, with the shadows on the wall. Bright
sunlight comes in through the « r now and father, who blocks most of
i, is reproduced in caricature o1 or and half-wav up the wall. The wall
and [Moor are bare, so he looks | ack scarecrow in a deserted field after

the harvest.

Outside, the sun drops fower: ¢ 2rshadows start creeping into the hut.
Father'sshadow grows vaguerar  iimbs further up the wall like a ghost going
up to heaven. His shadow move & d sharper wriggling shadows like the
presence of a tired old woman  + m full of young people, or like that
creepy nameless feeling in a house  mourning.

He has tried five times to talk to me but I don’t know what he wants. Now
he talks about his other wife. He wants me to call her ‘mother’ but [ can't
because something in me cries each time [ say it. She isn’t my mother and
my real mother is not dead. This ot - woman has run away. It is now the
fourth time she has run away &t morrow he is going to cycle fifty miles
to her home to collect her, This | be the fourth time he has had to cycle
after her. He is talking. L am n stening. He gives up.

Now the sun shines brilliantly  Tore going down. The shadows of bushes

and grass at the edge of the yard ! as if they are on fire and father’s features
are cut more sharply and exaggerated. His nose becomes longer each time he
nods because now he is sleepin : sitting, tired of the s nce.

Father dozes, wakes up: dozes up and the sun goes down. His shadow
expands and fades. Now it seem sr the wall, behind the other shadows,
moving silently like a cold win are field. I look at him. There is still
enough light for me to see the | ibble sticking up untid - all over his

face. His stubble, I know, is as still as a porcupine's, but as the light wanes
now, it looks fleecy and soft like the down on a dove’s nestling.

[ was in the bush, long ago, d I came upon two dove nestlings.

They were still clumsy and blind,  th soft pink vulnerable flesh planted
with short scattered grey feathers 1¢  nouths open, waiting for their mother.
wished T'had cornto give them. Asi  as, I consoled myself with the thought
that their mother was somewhere nearby, coming home through the bush in
the falling dark with food in her m h for her children.

Next day I found the nestlings deac 1 their nest. Someswhere out in the bush
orinthe yellow ripe unharvested fielc  someone had shot their mother in mid-
flight home.

Not long after that, 'wasonn i :r's shoulders coming home from the
fields at dusk. Mother was still © L then, and father carried me because

SHhios e avelonrd Sviovs ey T Tvered o wovres et oamvel eveneedlidon Pt s 1l avovel oxventdysnr oovprlodon * s
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i3

She did all the talking and father became silent and morose. [nstead of the
frightful silences and sudden bursts of anger I used to know, he now tried to
talk softly to me. He preferred to talk to me rather than to his new wife.

But he was too late. He had taught me silence and in that long journey
between mother’s time and this other woman's, I had given myself to the
shadows.

So today he sits just inside the hut with the sun playing with him: cartooning
him on the bare cold floor and the bare dark walls of the hut, and me watching
and listening to the images on the wall. He cannot talk to me because I don't
know how to answer him, his language is too difficult for me. All I can think
of, the nearest I can come to him, is when [ see that his tough grey stubble
looks like the soft unprotected feathers on a dove’s nestling; and when |
remember that the next morning the nestlings were dead in their nest because
somebody had unknowingly killed their mother in the bush on her way home,
1 feel the tears in my eyes. i

Itis all —all that T feel fo: 7 father; but T cannot talk to him. I don’t know
how I should talk to him. He has denied me the gift of language.
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sweat. When he saw that Masilo was near his village he worked even harder.
He leaped into the air; he shook his fists, he danced like a crazy top, but nothing
frightened Masilo. He just ran and ran and ran and never looked back. And
the river flowed furiously and its waters rose like the waters of the sea when
there is a strong wind. ,

Masilo was now within shouting distance of the village and his shouts
attracted the people, as did Limo’s mad noises and the sound of the mighty
river. When Limo realised that Masilo was on the outskirts of the village he
dived into the roaring stream in desperation. But he was already so worn out
that he was soon carried away in the strong current and drowned in the deep
seas far away.

Masilo's mother and the villagers were happy to sce him alive. He built
his mother a beautiful house and bought her many cattle and sheep and he

.. s respected and loved by-all the people for his courage. " sacrifices for

his mother’s sake. Months later he rode with young men of the village on
beautiful horses to bring Limo’s wife to live with them in the village. She
was happy to live a new and virtuous life, and with her cruel husband’s
treasure, helped all the people of the village to build beautiful houses and to
buy fat cattle and sheep. ,

i'As for the old-woman, Masilo never found out what happened to her, and
what her urgent business was across the river.

And thus ends the story!
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Language Tool- hox

&
Y

L. Present Perfect Tense : . IWhen]to use it: 1. (on inucd) %

50“ can use the present perfect yith [ust-(=a short Lime
Ojo):
(

Wo wld You like some Hu'nj to eat .77(/\/0, thants . _
U:l_g_f' ég._d /anc/»..)

Hallo, fave You lust arrived !

v &

—_—

30(,( can use the /grc’sc;cf/yer;%cf torth C?/rt‘ao(;, to SQ'J
that SomcH..'n.j kas 'r’tcz/o/:cm?a( seoncr Fhan expecled .

(00}4’{' forjcz‘ to post the letler, wilf gou 7L
a/rcadj pested /F, ) '

—

‘(‘/\//11.’}1 /s TOh«.joihj fo sfarf AI'S ﬁCkJJ.Oé .7) (/“/C }L_a_s_

a/r:’aa(g started .’

For /'ndcfin,'éc events 1na @ perio
/fadfnj up to the /o/rscnf time. Past

— e e e e e

. E:ramg/ts
How Mal‘\D times has Masilp Scarched] for the enod of
the raivbow 7 C He /s still Sc’arc/u'nj.)

— fow many times have you bren to the United States?

— How Many times have T folod you not to gessijo |

— Sam has lived in Belfast ol brs Iife. Cor San /M“E;;L%
lived 1n Belfast.)
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UN'T 20 Exercises PRESENT PERFECT OR SIMPLE PAST ?

1 Inthis exercise you have to read the situation and then write a sentence. Use the verbs
given in brackets. Read the example carefully first.
Example: Ten minutes ago Tom lost his key. Now he has it in his hand.

1
2

3

(lose / find) Tem.loskhis key bUt now e NASTound. il ..
I'lost a lot of weight but now 1 am teo heavy again.
(lose weight/ put on weight) [, DUt NOW [ e eereetienine
She went to Australia butr now she is back in Britain again.
(go / come back) She s DUC IOW e seesesescsesess e ssesasssaenesiones
Last year Kevin bought a car. Now it belongs ro someone else.
(BUY 7 S@IL) ettt ks as bbb se e
The police arrested the man but now he is at home again.
(AUTEST / TEIRASE) ovmivoeiceeece e esis s e s sa st s R RS reerb
Bill cut his hair. Now it is long again.
(CUE T/ BEOW) et sse et st bbb bbb R s e e
The prisoner escaped from the prison. Now he is back in prison.
(€SCAPE 7 DE CAUGNTY 1t cer et ases e sess s s sm s bR e a e ass st

.2 Arethe underlined parts of these sentences right or wrong? Correct the ones which are

wrong.
Examples: Have you heard? Suzanne has gor married! RIGHT.....

Oy n e W N

The Chinese have invented printing, VWRONG.— invented

Who has written the play Hamlet? ' e
Aristocle has been a Greek philosopher. L
Ow! I've cut my finger. It's bleeding.
Look at George! He had a haircur.
My grandparents got married in London. .
Einscein was the physicist who has develona4 the theory

of relativity.

3 I this exercise you bave to put the verh into the correct form.

Example: A: Look! Somebody ... nas.spttE . (spill) milk on the carper.
B: Well, it ... wosnt ... (nat/be) me. 1.4 didn't. do. . (not/do) it.
A: Iwonder who it ... WOS (be) then.
1 A: Your hair looks different. woooeeiviiicnns (youshave) a haircur?
B: Yes.
AT s (youfcut) it yoursclf?
B: NO, ANN e (cur) it for me.
2 A: Did you hear about Ben? He (break) his leg.
B: Really? How s (thavhappen)?
At He e (fail) off a ladder.
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