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Preface

Recent years have witnessed a growing interest in the role
of grammar instruction in L2 classrooms. A significant amount of
research has shown that L2 learners benefit from explicit, form-
focused grammar instruction. The issue as to how to conduct such
explicit, form-focused grammar instruction has received controversial
views, which can be broadly classified into two sets in terms of the
mode of instruction: input versus output. A recent strand of research
focuses on the comparison of two instruction types: PI and MOL.

Based on the author’s doctoral thesis, this book has been written
in an attempt to extend the sentence-level PI and MOI to discourse
level, resulting in EPI and EMOI respectively. An empirical study was
administered to investigate and compare the effects of PI, EPI, EMOI,
and non-instruction on the acquisition of the English simple past tense.

Four parallel classes (one hundred and thirty one students in
the final subject pool) from one junior middle school engaged in the
experiment. They were randomly assigned to PI, EPI, EMOI, and
control groups. All three experimental groups received the same
grammar explanation of the target language feature and an explicit
reminder of inappropriate processing strategies.

A literary text of adolescent literature was selected as
instructional materials. Subjects in the two discourse-level groups, the
EPI and EMOI groups, were given a copy of the text whereas those in
the sentence-level group, the PI group, received a handout containing
a group of individual sentences adapted from the selected literary text.
Hence, the three experimental groups were matched on all variables
except the practice activities.

The PI group received sentence-level structured input activities.
The EPI group received discourse-level structured input activities. The
EMOI group received discourse-level structured output activities.

Discourse-level interpretation and production tests were
employed in a pretest/posttest design. Scores collected from a pretest,
an immediate posttest, and a delayed posttest that was conducted
two weeks subsequent to the treatment were taken as an indication of
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learning effects.

The results showed that, for interpretation, the EPI group
made significantly more gains than the PI group, but no significant
differences were found in other comparison pairs. For production, the
two discourse-level groups performed equally well but both performed
significantly better than the PI group. All three experimental groups
outperformed the control group on both interpretation and production
posttests.

The main theoretical and pedagogical implications of the results
can be summarized as follows. The fact that all experimental groups
achieved significant gains on both interpretation and production
immediate and delayed posttests as compared to pretests bears out that
all three instruction types, PI, EPI, and EMOI, can lead to linguistic
development as far as the English simple past tense is concerned.
That is to say, both input-based and output-based approaches have
positive effects on learners’ interlanguage developing systems, at least
when practice activities aim at pushing learners to make correct form-
meaning mappings.

Another major implication comes from the fact that EPI has
an overall greater effect than PI on how to interpret and produce the
target form. Hence, discourse-level practice activities are demonstrated
to enable learners to simultaneously attend to form and meaning in
the relevant linguistic, situational, and cultural contexts. As a result,
students can make appropriate form-meaning connections while
being exposed to such input. EPI, a form-focused input processing
instruction that takes place in a meaningful, discourse-level, and
contextualized way is superior to the sentence-level input processing
instruction.

Finally, it can thus be concluded that it is necessary to push
learners to comprehend the communicative value of language features
in discourse-level input. The significant improvement made by the two
discourse-level groups proves that it is feasible to encourage learners
who are at beginning or lower intermediate level to see texts as
language units. It is confirmed that learners do not have to understand
every word in a text in order to get sense out of it. The discourse-
level language instruction does not need to be postponed until their



language proficiency has arrived at a higher level.

To sum up, EPI, which is developed to allow learners to process
texts in both bottom-up and top-down manners, proved to be an
effective form-focused instructional treatment.

A brief summary of the chapter contents for this book is as
follows.

Chapter 1, “Second Language Teaching and CLT in China”,
attempts to explore the fundamental issue about L2 learning and
teaching, that is, what it means to learn or teach an L2. A sociocultural
perspective on language, language learning and teaching is adopted.
The disappointing teaching effects of CLT in L2 classrooms are also
examined in this chapter.

Chapter 2, “Grammar Teaching and Current Developments in
Research on Grammar Teaching”, discusses the role of grammar
teaching in L2 learning and teaching. It then deals with the question
of whether grammar should be taught explicitly or implicitly. A type
of form-focused instruction, PI, is briefly reviewed. The last section of
the chapter considers the possibility of integrating literature instruction
into discourse-level PI.

Chapter 3, “Processing Instruction in SLA”, starts by reviewing
the previous studies that investigate input and input-based instruction.
It then presents an introduction to VanPatten’s IP model, which is the
main rationale for PI. Both the original study conducted by VanPatten
and Cadierno (1993a) and some subsequent studies are addressed. The
shortcomings and criticism of PI are presented in the last part.

Chapter 4, “Roles of Output in SLA”, begins with a review of the
proposal and development of output hypothesis. Empirical evidence
relating to this hypothesis is then presented. After that, the notion
of modified output and relevant empirical evidence are discussed
in detail. What follows is PI supporters’ view towards the role of
output practice. The chapter concludes by discussing the proposal and
researches of MOL

Chapter 5, “Extended Processing Instruction and Extended
Meaning-based Output Instruction”, presents a new model, namely,
an extended IP model, as a development of VanPatten’s IP model
(VanPatten & Cadierno, 1993a:226). It then clarifies the differences
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between the two models. It is followed by a detailed discussion
of the theoretical underpinnings of the proposed new model. The
employment of literary texts as instructional materials is discussed in
detail. Questions as to why and how to use them are also answered.
The two instruction types,. EPI and EMOI, are then described at great
length.

Chapter 6, “Methodology”, begins with a statement of the
research questions that this study deals with. It then elaborates on an
empirical study, developed and conducted to examine the effects of the
two form-focused and literature-based approaches (EPI and EMOI)
and compares the effects of them to those of PI. The empirical study is
described in detail with regard to research design, participants, target
form, treatments, tests, and scoring.

Chapter 7, “Results and Discussion”, presents a set of analyses of
the scores gained by the four groups on interpretation and production
tasks in order to exhibit the results from the current experiment.
The obtained results are discussed in detail and an attempt is made
to answer the research questions posed in the preceding chapter.
Subsequent to the presentation of the main findings of the current
study, it explores in which ways the study has shed light on the
theoretical understandings and pedagogical applications of how L2
teaching may work more efficiently.

Chapter 8, “Conclusion”, discusses the theoretical implications
of the present study. The attention is then paid to the pedagogical
implications that can be drawn from the findings of the study. The
chapter concludes with a review of the limitations of the study and
recommendations for future research.



[l

]

B B B BT AR 2 K, T E KRR
eI B R S T ULE S AN EMIREIHEEHY . R
AT FZIMA T EE B ARA RRER, UBFHEAX
4y, TTRBANNFR: “WARIEE" M “WHEPEE, R
XA TP ABITE T BRSBTS R AR AR
2 (FHRPI) Rl X Ab B ## (TFFR MOI),

ABIHEH MBI CGHT T EE. ik, 2K RERER
i P1 A1 MOL ¥ B EIBZWR, k43t EPI Al EMOL, SEubAf
S RELEAI K 8% P1. EPL, EMOI R HAHXRH EMBEFRBR, H
FRiE R H R PeiE— i 0t

SEU S5 R 2 A PATHE (RAWAGIHIIAEA
131 A), BEMLBE4 R PL4L. EPI41. EMOI AR A, =/
W IHEAT T 40 ELARIE TR B iR B A B SR e T B R 1

Ze ST MR RN A B D AESCEERMIER . EPLAM
EMOI 4 22 48 N — B B BN, T8 B IR B P
SRR R E KBRS s B, I, =ANSERHZIE
BT 4 ESAR, kA s R EE N —3

SR E:, PIANHTHRAERBEHWEEATES), EPLAB
FFETE R S ATE ), EMOI A #HTiEE R R MG
HBTEh.

MRAT 5 N TE B R BRI A R, T 7 =K
WK, AT, EDES AR R, LR RAE =W
R TR BIN ST TS R BEE BRI B

iR e ik, EPTAR ST PI4l, {HEPI
45 EMOI 41 /% PI 415 EMOI 412 B3 F R B £ R, ik,
EPI 415 EMOI A M T B £ R, EHHBHF P14, 5,
AL 4 7T AR AR IR R R B BAL T R



AN EXTENDED INPUT PROCESSING INSTRUCTION MODEL

ettt tan i iott bt b e et r st r e e raasaabtabaeaereaentae e et ae e e et a e n e eae A eaad et eaeaees e e et ar e ettt trseenaes -

A BT BHEBEEF LA W TER:

1. SASCIGH ATRAR . S IR A YRS T R TR A I R SR
M A BEVES, iEB T PL. EPI Ml EMOI =Fp# 2 07 B34 7]
AR A 2R B (AR S BB EE — Bt &
Bt o

X REBESG I B BEREEE ST ERIER - BXE
45, MR BN R R B R R R R AR
-2

2. EPI 42 3 fnda i b ST B 47 T PT 4, b9
TIEERRS I G L AN B S . R ASUIE
BRI SREERNE UM HTERNER - BUES, UEAR
X, WEERRE . ERAE A NEFA R EPT M BEERUIRE
B 47 T B R PL '

ARG R FRA DEIRR AT IE R R A P EE
B IR E

B, RAEEBRRIFENHALRANSES U, B2
A B 3B KA A F IR B P BRI K, Rt a] L2z fR A
HMESMAES B, AL Ui A A R R B
i, BRAEHFHEMNME, 80MEE, (BRAT LIET bR
WIEE., 52, BEES¥EAEN IEKEERERRREREA
TR TEIE R RIES #F.

B, SCIIER, {REEE DL T EME B R R
AL BEERS B EP1 B—FA SN R .

ARHEFENFLLEWT:

B CTIEHFESTRRETHFNPEIR” X EH
BB EREY X— B EAR R ST T T, A%
ML AL SHE S R B M SRS EREHAT T 4017,
H XA RRIE S HAEP E B R R ERAMEN R E T T
L1y

BE BEHRIEAEMRIR EREIT T ERRFES
BRSSP RERRARE S RIBEIEEBFNERE, AFEE



REME T PLX—TBREFITE, 0t TH SRR A EE
ZIK PI AT

FEF “TIREPRM P BB T AEAST AR AREE
HIFFR R, FHNA T VanPatten 1R B8 AL AR, ZAER
2 PL A FEHBKE., AELHENE T VanPatten Fl Cadierno
XF PI OB  LA RZ BN SR . ZENRE R ET
Xt PI el R I 32 HEIT AT T HERELS

SBNE WA TIEISPERT BT SRR E
. RBRRHSEBIRBUR . R T 1B1E )G 1 BOBE S AL
MER S IR . ARFEIRAE T PLSTREE X H 45 > 1 A B3 R
R, FFEATRER T MOI RIAHKHFS .

FHE “WALBEBFERE RSN BFEERNYT R R
# VanPatien (VanPatten & Cadierno, 1993a:226) H%i A &b BEAE 7 T
o ALY BRI, R THARANRE, A%
REELOIEMER T 2R S EA R SThRM A, R4
FERBAR ERE PR, ARENERGH TR ER T EPI
1 EMOI PIF 22 071

SAE HIER” AT BT 5T a] 85 A IS0 5T A 5 it
TTTHR, ZHEBERRERRLUCER BB REETE
(EPLF EMOI) MIBUAEUR, S PIRYMEBOSCR AT B
LRI, ZAE. BB, LHEE. Wi R8SGHTFESE
A

SEE CBREHE” MNA T SLR P I ) 78 AR I A
R B B SRR AT, BAERR AT SR AR T R AT
R, ARERNE T RBFTEE RN FAME,

BANE SR BT T AR IS B R BN
TEHREX, B TARKNRRYE, X REMEEHTRET
il



Contents

Chapter 1
SECOND LANGUAGE TEACHING AND CLT IN CHINA . -... 1
1.1 Language and language leaming ............................. 1
1212 teaching ................................................. 6
Chapter 2
GRAMMAR TEACHING AND CURRENT DEVELOPMENTS
IN RESEARCH ON GRAMMAR TEACHING -« --cceceeevenn. 22
2.1 Teaching grammar—beneficial or detrimental? -« oveen 22
2.2 Teaching grammar—how? «ceeveeeeesirenniiiiiiienenns 24
2.3 Integrating literature instruction into discourse-level PI----..... 32
Chapter 3
PROCESSING INSTRUCTION IN SLA -+ cvveevneerennnnnans. 35
3.1 Input-based inStruction « -+« v v veeereieeiiiiiieaiiiiiianen.. 35
3.2 VanPatten’s IPmodel s« eeveeeereesseerrreareesssssancesennns 37
3.3 Processing instruction: a description ««-««-eceveeeaeienaenae 44
3.4 Processing instruction versus traditional grammar instruction
............................................................ 46
3.5 Theoretical and operational issues involved in PI............ 52
Chapter 4
ROLES OF QUTPUT IN SLA +c--cctevrraeerneeerenereennaacnnes 60
4.1 Output hypothesis .......................................... 60
4.2 Empirical evidence of output hypothesis--++eveoveeenaneenn. 62
4.3 Modified OULPUL+ s e veeeeerenenaenenetinieieienrtacnenanness 65
4.4 The role of output practice in PI««-ccovevivnaiiniiiian, 67
S Y, (6) 68



Chapter 5
EXTENDED PROCESSING INSTRUCTION AND EXTENDED

MEANING-BASED OUTPUT INSTRUCTION «---+ceeeennnenn. 75
5.1 An extended input processing model -+« «ccoeveeeiinnennnn. 75
5.2 Introducing EPI:ceveviieneeieanceasanncanssvessscsncsnsanes 76
5.3 Introducing EMOI, a discourse-level meaning-based

output INSTIUCHION s+ v vovevrosasncsssosaseesssasssssnssnncss 121

Chapter 6

METHODOLOGY + ¢ ctturteuitiunieineecsnsssusssaoraassrass 128
6.1 Research questions......................................L. 128
6.2 Participants ............................................... 129
6.3 Target grammar feature: English simple past tense ---.....- 132
6.4 ProcedUures - «eeeseeesssccsoessesactasssnnccosnsessssnconns 135
6.5 MAaterialS « s oveeereesssrsenssnseessrseassessonsesasnnccorans 139
6.6 ASSESSIMENE c s vesevosreesosstssossssesassosssssansssnsssnes 156
6.7 SCOTING + +++ v vvvnvnnesenensasersseseneneseesenensamesesanss 158

Chapter 7

RESULTSAND DISCUSSION ¢ - ccteeveretneraaernncnerennnans 159
7.1 Results of the EXPEITMENL +veveererenierannroniennieennens 159
T2 DISCUSSION »«+oseesssoecsscssessssassssasasssnassssansssasss 175

Chapter 8

CONCLUSION -t et tententteteaeetocsosaceasacassosonaasennss 184
8.1 Theoretical and pedagogical implications of research findings

.......................................................... 184
8.2 Limitations of the study ................................... 191
8.3 Future research direCtions « -+ - -eesveeesrasearsenceresannann 192

LIST OF REFERENCES - -« enenunuuuataaaattaaaaaaaaaaaaenns 193



Chapter 1

SECOND LANGUAGE
TEACHING AND CLT IN CHINA

1.1 Language and language learning

If a second language (L2 henceforth) teacher is asked to list
several teaching methods, I'm sure he or she will have no difficulty
in describing L2 teaching methods like grammar-translation method,
audiolingual method, communicative approach, and many others.
Yet, if the question is what is language, many people, even language
teachers, may find it difficult to provide a precise definition. No
matter which teaching approach one is using, the ultimate goal is to
help language learners to learn the target language effectively. Since
language is the object to teach and to learn, it is undoubtedly a very
important concept, which requires careful consideration. Different
interpretations of it will lead to different understanding and practices
of language teaching and learning.

It is to some extent understandable that people have never
reached a unanimous consensus on the definition of language. It is
something that most of us can naturally acquire at some point. As
long as we have got it, we can use it anytime and anywhere. There
is no problem for most people to take language for granted, because
whether being aware of its definition does not impair their ability to
use it in real life. However, just as stated previously, language teachers
must give careful thought to this issue, because their understanding
of it will be most likely to influence what and how they teach. For
instance, when regarding language as a means of interaction, teachers
may avoid decontextualized teaching, use input with context, and
emphasize appropriateness of language uses. Or, when seeing
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language as a system of codes, teachers may attach more importance
to grammatical rules, sentence patterns and the fike. In other words,
language can be defined in various ways, in which different aspects of
it are highlighted. Accordingly, different aspects of the target language
are focused on. In a word, one’s interpretation of language may affect
one’s approach to language teaching. However, it should be noted
that the different definitions of language are not necessarily mutually
exclusive. It is quite possible for language teachers to hold multiple
views towards the nature of language. Those who believe language
is a means of interaction cannot deny that it is also a particular set
of rules through which language elements are combined and thus
become meaningful. What matters more is what they think is the
more important aspect of language or, stated differently, what makes a
language become a language in essence.

No one would disagree that language consists of two dimensions,
form and meaning. As the name indicates, form refers to the form of
expression of a language, either in sounds or written symbols. How
does an audible or visible ultimate product carry meaning and is thus
understood by audiences or readers? One possible answer is that
meaning is encoded in each word and if you are not sure about the
meaning of a particular word, you can always consult a dictionary. The
term meaning apparently refers to the dictionary meaning. From this
point of view, language is regarded as a system of meaning-bearing
codes governed by particular rules. In this way, researchers tend to
focus on linguistic forms, taking the forms themselves as the object of
analysis. Their primary goal is to study the actual manifestation of a
language, instead of considering where and to whom it is used.

Upon close examination of the above analysis about how
language produces meaning, one may find that an important factor
that also contributes to meaning is missing. This whole analysis is
conducted in a decontextualized manner. As a matter of fact, apart
from existing in the forms of language, meaning also changes with
each instance of language use. In order to interpret the meaning
precisely, one must take the context in which the language is used into
account.

This book adopts a sociocultural perspective on language and



is more interested in language uses in real-world circumstances.
Language is not just audible sounds and visible words. It is also an
important means that is used to conduct our social lives. It does not
mean that the present study will pay no attention to language forms.
On the contrary, formal accuracy is still a big concern. By adopting a
sociocultural perspective on language, the study also aims at exploring
how language uses interrelate with the circumstances in which they
take place, and how language uses influence and are influenced by our
sociocultural world.

Adopting this sociocultural view of language, this book supports
giving primacy to both linguistic structures and extralinguistic factors
while engaging in L2 learning. That is to say, L2 learning is expected
to be administered in a contextualized manner. Learners are supposed
to possess both linguistic and extralinguistic knowledge and abilities
that enable them to understand and be understood more adequately
in real-life circumstances. In addition, there is another benefit when
integrating sociocultural knowledge into L2 learning, that is, to keep
learners more motivated to learn. As noticed by Larsen-Freeman
(2003:7), “few students sustain their enthusiasm for learning when
the lesson focuses on the parts of language.” This is my personal
experience, t00. I remember clearly that one of my students once told
me that the grammar lesson she had to attend once a week was really
boring and was even a torture for her. When I asked her why, she told
me that it was because there was nothing interesting, since it was all
about rules, rules, and rules.

What is noteworthy is that L2 learners commonly agree on the
importance of learning grammatical knowledge, though they are
usually not quite enthusiastic about it. It is like a typical dilemma. On
the one hand, they are eager to grasp the complicated rules; on the
other hand, they hate the process of studying them. Besides, it often
seems that knowing the rules is one thing whereas being able to use
them in actual communication is another. It is often found that “what
students are able to do in the formal part of a lesson often does not
carry over or transfer to its use in a more communicative part of a
lesson” (Larsen-Freeman, 2003:7). Therefore, what we need to do is to
figure out a way to help learners internalize grammatical knowledge in
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a way which is acceptable, efficient, and not so boring.

There must be some reason for the fact that the traditional
grammar-translation method has been used for such a long time. One
possible answer is that this method is easy to understand and operate.
It is apparently easier for L2 teachers to prepare the lessons and
observe learners’ rate of progress. Besides, it does not require teachers
to possess high-level communicative abilities in the target language.
As it is a type of teacher-dominated teaching method, teachers have
a stronger controlling force over the classroom. More importantly,
teachers always have something concrete to rely on, namely, the
syllabus, which will tell them exactly when to do what.

Yet, despite all the convenience, this teaching method has
proved to be inefficient and inadequate in many ways. As mentioned
earlier, students may show quick progress in formal exercises if
particular grammatical items are isolated and taught specifically in a
decontextualized manner. Yet, such seemingly impressive improvement
does not automatically change into learners’ communicative
competence. It is probably better to both attend to forms and give
consideration to context and other relevant information. Otherwise,
learners may receive language input as isolated fragments. On the
contrary, they are supposed to be able to appreciate the target language
in its entirety. Hopefully, besides sustaining their motivation to learn,
the exposure to sociocultural knowledge may also enhance learners’
understanding of the target culture and enrich their worldviews.
Language learning, to some degree, contributes to the process of
socializing into the target sociocultural world, because language used
in real-life contexts is closely interrelated with culture in various ways.

“Culture is a way of life. Culture is the context within which
we exist, think, feel, and relate to others.” (Brown, 1994:163) Every
language is associated with a particular culture. Language and culture
are intimately related. Though there is not a universal agreement on
the exact degree of the relation, it does seem that they are interwoven
with each other and it is rather hard to separate them. Hence, the
process of learning an L2 is inevitably involved with learning the
corresponding culture.

Language learning from a sociocultural perspective aims at



developing learners’ language using abilities from grammatical
competence to communicative competence. After all, the ultimate
goal of L2 learning is to improve the overall level of language
proficiency instead of only being able to do some multiple-choice or
blank-filling drills. It is only in this way that 1.2 learning will become
meaningful. The reason why foreign language education is attached
such importance in China is that it is necessary for the development of
international exchange and cooperation. The most common language
of international communication is English. As a result, in China and
many other countries where English is not their native language,
English language becomes a required course in primary schools,
secondary schools, even colleges. Such hard efforts are expected
to bring about rewards for the construction and development of the
country, such as in the domain of diplomacy, global trade and business,
international politics, defense and so on.

It is easier said than done to tell teachers that they should adopt a
sociocultural view of language as students are more likely to achieve
proficiency in this way. In order to realize this goal, it is better for
students to be exposed to this type of L2 learning as early as possible.
However, teachers may be afraid that students may have difficulty in
comprehending authentic materials, which contains abundant cultural
meanings. Of course, teachers are justified to have this concern. Some
may argue that, at beginning level, with limited vocabulary, students
may only be struggling with the comprehension of new words, paying
no extra attention to the involved cultural connotations. Others may
say that young students may not have the required cognitive abilities
to process and absorb the deep cultural knowledge at all. Yet, these
potential problems can be solved by employing children’s literature,
simplified texts, or using authentic texts as supplements to L2 learning
materials at an early stage. That is to say, teachers should be especially
careful when selecting teaching materials. Factors like learners’
level of proficiency, age, and learning preferences should be taken
into consideration. It is asserted that authentic materials can even be
prepared to be comprehensible to students who are still at beginning
level (e.g. Popkin, 1997).

Through long-term exposure to the target language and culture,



