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IN DEVELOPING THEIR LINCUISTIC CODing Deficit/Difference Hyporhesis (LCDH),
Sparks and canschow (1991,1993a, 1993b, 1995)
have stated repeatedly thar deficits (or differences) in the ability to encode the native language are primarily responsible for observed
individual differences in second language
achievement. In doing so they haye questioned
the usefulness of affective rariables as explanations for rhese individual differences, casiing it
as an. either/or position. Funhet they have suggested that affectiv€ reactions to language
learning, anxiety, motivation, attitudes, etc., are
based primarily on differences arnong learners
in rhe abilitv ro encode native language inpur.
In a critique ofrhis approach, Maclnr,vre (1995)
challenged the basis on which affective variables in general, and language anxiety in panicular, were being dismissed as potential causal
factors. This critique prompted Sparks and
Ganschow's (1995) response in this issue of the

,)1rJ.

Debate such as this is highly useful in srimulating interest in rhe area, sharpening thoughr
on borh 'sides, and hopetully inspiring empirical research to further knowledge abour the
issues. Unforrunately, the limited space avail-
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able here precludes fully examining all of the
issues raised by Sparks and Ganschow (1995).
The overriding criticism of Sparks and Ganschow's LCDH is rhat it ignores the context in
which language learning occurs; with it, we
can't see the forest for the trees. Language
learning is more than acquiring the technical
skill necessary to encode and reproduce sounds.
It is the act of learning a new communication
s,vstem, of opening doors to new experiences
through travel and interaction with other
groups of people. It is the act of inheriting
someone else's language and culture (Scovel,
1978) with tlte corresponding threats to one's
ethnic identity and self-concept (Cl6ment, 1980,
1987). The LCDH is so focused on rhe learnins
of the sound svsremof language, thar ir ignorei
these other t'?es of influences. While phoneric
eDcoding may be a necessary condition for language acquisirion, it is not a sufficient condition. As Gardner and Lambert (19?2) noted,
when second languagecommunication is neces.
sary, for example when the social situation requires proficiency in more than one language,
almost evervbodv learns those languages, regardless of differences in apritude.
Let us address some specific potential misconceptions arising from Sparks and Ganschow's (1995) arricle. Firsr, they suggest rhat
"anxiety
about FL learninB is likely to be related
to anxiety about native language learning"
(p. 240). This is an argument that sirnply has not
been suppo.ted in our studies (Maclntyre &
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Cardner, 1989, 1991, 1994b). Further, those
studies found that language anxiety correlates
significantly with foreign language tasks but
not those same tasks performed in tie native
language. If the Sparks and Ganschow model is
appropriate, correlations between language
anxiety alrd native language tasks would be
expected.
The second issue relates to the arguments
against language learning strategy research.
Strategies are typically defined as steps taken to
facilitate tie language learning process. Sparks
and Ganschow (1995) issue two arguments
against strategies. First, if coding deficits were
being compensated for during native language
tasks, the same strategies would apply to second
language tasks. Unfortunately , the application
of such strategies may not occur automatically
and specific attempts or instruction to transfer
those strategies may be needed. S€cond, Sparks
"
and Ganschow (1995) state that dirdc, instrucrion in phonology,/orthography will be needed
(p.238). Given the usual definition of
..."
strategies, this specific training certainly could
be considered strategy training and current
knowledge about rtrategy use and training applied to providing instruction in phonology.
A major point of contention is Sparks and
Ganschow's (1995) ctaim that, theoretically,
anxiety cannot actively disrupt the cognitive
processing involved in language learning be"sealed
off" from
cause affective factors are
cognitive processing, specifica.lly that processing performed in the language coding module.
The vast body of research on the relation between anxiety, cognition, and behavior demonstrates that emotions in general (see Fiske &
Taylor, 1991.chapter Il). and anxiety in particular, can and do affect cognitive processing ( E,vsenck, 1979; Tobias, 1986; see volumes by BoothButterfield, l99l; Schwarzer, 1986). This is an
importana issue and it seems that a resolution
may be possible,
Sparks and Ganschow (1995) argue that language coding is a separate module and therefore immune to the effects of anxietv. Let us
accept their model, at least for [he moment. If
language encoding is performed in a separate
module, the results of that process must be under the control of a central processing system.
Therefore, even if languag€ anxiety does not
affect th€ operation of the coding module, it
may still affect what the learner is able to do
with the encoded linguistic stimuli. Anxiety
arousal, with its distracting, task-irrelevant cognitions, may affect central processes that make

Ttu Moden Latguag Joltrnal 79 Q95)
use of the encoded stimuli. ln a recent study,
one,not considered by Sparks and Ganschow
(1995), Maclntyre and Gardner (1994a) induced
anxiett at various stages of processing in a
computerized L2 vocabulary learning task. The
results show that the arousal of anxiety during
th€ processing of linguistic stimuli significantly
hindered the learners' performance at two of
three processing stages, and the anticipated
trend was clearly observed at the remaining
stage. The data were not collected to examine
the linguistic coding module separately, but
anxiety arousal seems to have had an effect on
the overall quality of cognitive processing. Perhaps the cufent debate will stimulate interest
in finding the locus of :he cognitive effects of
anxiety on language learning.
A fourth point of contention is Sparks and
"one
Ganschow's (1995) assertion that
cannot
discuss anxiety without inferring a cause"
(p. 236). In making this argument, they cite a
useful distinction between state and trait anxiety. Srated as an extreme position, it is not necessary to know why a student is anxious in order
to l(now that the arousal of state anxiety will
have emotional, behavioral, and cognitive effects. It can be predicted that making learners
nervous, by treating them in a cold, aloof manner (see Steinberg & Horwitz, 1986), or by videotaping them while they study vocabulary
items (see Maclntyre & Gardner, 1994a), will
disrupt language learning or production. Anxiety arousal can create difficulties independent
of the problems that provoked tlre anxiety. For
example, a learner with a subtle language coding deficit who becomes highly frustrated, embarrassed, and anxious now has two problems,
the deficit and the anxiety. Both problems may
hinder language learning, but for different reasons. Therefore, those interested in language
anxiety, or more specifically the arousal ofstate
anxiety during language learning, are not confounding anxiety with aptitude differences, as
suggested by Sparks and Ganschow (1995). Instead, thev are focusing on the practically and
t h e o r e t i c a l l yi n t e r e s t i n g l i n k b e t w e e n a n x i e t y
arousal and its consequences for language
learning behavior
Whereas it is not absolutely necessary to describe the source of anxiety arousal, it is certainly advantageous to do so. Evidence from
surveys (Horwitz, Horwitz, & Cope, 1986), interviews with language learners (Price, 1991),
and experiments (Maclntyre & Gardner, 1994a)
all suggest that language anxiety arises when
speaking in a social context. Sparks and Gan-

Peur D. MoclntYr
schow (1995) offer some inaccurate and poten"social
tially misleading criticism of the role of
Space
does
not
permit
a
complete
recontext."
sponse to their sweeping geoeralizations about
rhis issue. Suffice it ro say rhar the imporrant
facets ofsocial context, such as group cohesion,
can be identified, measured, and tested with
rhe possibility of disconfirming
the relationships expected b€tween variables (for example,
see Cl6ment, D6rnyei & Noels, 1994). Measures
of the other facets of the social context, mentioned previously (Maclntyre, 1995), have been
developed and certainly have been used in a
predictive fashion. The arguments for rejecling
social context made by Sparks and Ganschow
t1995) are exaggerarcd and unconvincing.
With the wide range of potential influences
on language lea-rning, including language anxi
ety, attitudes, motivation, strategies, learner be,
liefs, general intelligence, personalitl group dynamics, intercultural issues, and so on, it seems
unlikely that one variable could account for the
majority of the variance in language achievement. However, Sparks and Ganschow (1995)
claim that native language coding deficits are
the primary source of individual differences in
language achievement. This claim is made in
spite of the reported findings that native language encoding differences are not "overt," but
rather are "sut'tle but statistically significant"

(p.236).
Although they advocate a strong inference
approach, empirical evidence clearly "disproving" the role ofthe above variables has not been
offered. Sparks and Ganschow (1995) argue
that their studies consistently show that poor
learners have lower levels of aptitude. Similarly,
our studies of language anxiety also have shown
consistentlv that poor learners experience
higher levels of anxiety. A more explicit investigation, where aptirude and anxiety are independent of each other is required to clarify this
issue.Such a studv mighr involve an expcrimental design where high and low aprirude groups
are crossed with high and low anxietl,arousal
conditions.
As was argued previously (Maclntyre, 1995),
affective variatrles in general, and anxiety in
particular, are not alternative explanations for
individual differences in language learning. Explanations based on tative language coding differences and those based on affective factors
are best seen as supplemental to one another
because, even if encoding is perlbrmed by a
separate module, phonetic coding is part of a
larger, integrated, cognirive and emorional sys-
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tem. By considering the nature of each of thes€
influences and their interaction, we can better
map the potentially unique sources ofvariation
in the language learning process.
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